ED 090 703

DOCUMENT RRESUME

EC 061 501
AUTHOR Knoblock, Peter; aAnd Others
TITLE Preparing Humanistic Teachers for Troubled
Children.
INSTITUTION Syracuse Univ., N.Y. Div. of Special Education and
Rehabilitation.

SPONS AGENCY Bureau of Bducation for the Handicapped (DHEW/OE),

Washington, D.C.

PUB DATE Jan 74

GRANT OEG-0-71-3576 (603)

NOTE 142p.

EDRS PRICE MF-$0.75 HC-$6.60 PLUS POSTAGE

DESCRIPTORS Adolescents; Community Resources; *curriculun
Development; Disadvantaged Youth; Educational
Philosophy; Elementary School Students; *Emotionally
Disturbed; *Exceptional Child Education; Open
Education; *Program Descriptions; Program Evaluation;
Psychoeducational Processes; *Teacher Education,
Urban Environment

ABSTRACT

The U4-year experimental project of Syracuse
University to prepare special teachers for work with troubled 5~ to
18-year-old innér city children focused on the individual growth of
trainees who practiced in two public elementary schools, a campus
based school, and a neighborhood boy's club. The project'!s
psychoeducational philosophy led to creation of an environmental
model that the trainee could later utilize as a teacher. Trainees
vere selected on bases such as willingness to explore self-learning
needs and commitment to children (not their label) in the inner city.
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Program outcomes included recognition of trainees!' problems in areas '
such as mutual trust and self reliance, later employment of graduates
in open classrooms, and the impossibility of continuing the proje £t
in public schools after 2 years due to divergent philosophie
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To The Reader

We hope, in the following pages, to create in you the kind
of excitement we have experienced during the past four years of
our experimental teacher preparation project. OQur task has been
. to davelop an alternative approach to preparing teachers to work

with troubled children in urban settings. 1n this report we at-
- tempt to chronicle what we did and why we chose this particular
way to approach teacher education.

1f only words could adequately convey the hours, days, weeks,
. and years that go into something one so strongly believes in.
Our rational side tells us that there is no one right way to pre-
. pare teachers, but we are sorely tempted to shout from the roof-
tops that the secret in preparing teachers is right in.front of
us - the person himself. Our point of view, then, is that each
person possesses unique capacities and the function c¢f a prepa-
- ration program is to facilitate the expression of these potenti-.
‘alities rather than superimpose content and process which do not
necessarily fit the person.

Despite our desire to proselytize we feel an equally strong
need to present as honest and detailed a description of our
project as we are capable of conveying. In this report we at-
tempt to present many of the joys and anxieties we experienced
during the four years. 1If anything, it is these complexities and
ever-changing dynamics that we wish to call to the attention of
teacher-educators and others. We make no brief for the develop-

ment of a program package, but rather for the recognitioa of how
‘incredibly complicated a preparation program is, and that the
task all of us face is to deal directly with and respond to the
needs, interests and resources of our prospective teachers.

In what follows we hope to convey the ways in which the im-
plementation of our program changed over time. For example, for
our first two years we immersed our training activities in one
elementary school (although a different one each year) and cre-
ated our own settings for the last two years. We try to capture
_ how and why this change and others came about.

This report begins with a short overview of our philosophy

~. and orientation as a way of providing a frame of reference for

. 'the activities and procedures we engaged in. We have specific

v sections on the selectior. of students and the phases of activi-
~-ties over the course of a year in which we engaged. The question
of what is it that one actually does in a humanistically oriented
.. teacher preparation program can be found in the sectioca on phases,
#.: content of our program and classroom implementation. We end the
.“‘report with extensive sections on the population of children with
“ which we worked, the classroom implenentation of our beliefs,

- techniques and skille, and involvement with the community in

i?'yhich we live and work,

. We also include an extensive description of our evaluation
. beliefs and practices. Again, what we did must be understood in

E KTC
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terms of our values and beliefs. Those of you with different
values and beliefs will engage in other practices. 1t seems un-
likely and probably undesirable for any professional to merely
adopt another's systen in its totality. What we have done is un-
doubtedly highly idiosyncratic and reflects the value position of
staff, students, and children. Our sincere hope is that there
are aspects of what we have done that can be useful to others who
may not, and indeed do not need to, share the very same value
position we hold. More than evev, we need to consider both radi-
cal and thoughtful alternatives to our long-standing approaches
to the preparation of teachers. 1t seems to us that we have too
long ignored the capacity for good and growth residing within
teachers and the children with whom they interact.



Introduction

Syrazuse University's program to prepare teachers of
troubled children began in 1962 and for our first five years we
adhered to the traditional training design of individual courses
and practica experiences for a designated amount of time each
week. As the years progressed, we began hearing more clearly
feedback from students and the schools we utilized as placements.

The nature of the feedback centered around several issues.
First, our students experienced & lack of integration between the
theory, concepts, and techniques they were exposed to in our
seminars and their actual experience in the schools with children.
Second, by virtue of our location in a metropolitan area, we came
in contact with many poor and minority group children. As
special education services expanded in our city and others, our
special classes and programs included an increasing number of the
urban poor labeled "em>tionally disturbed.” Third, as a program
staff we grew increasingly more frustrated as we found the public
schools resistant to chenge and implementation of newer and more
creative teacher roles aud behaviors.,

These three issues encouraged us to reconceptualize our
preparation program for teachers of troubled children. 1In the
spring of 1968 we submitted a proposal to the Division of Train-

~ ing Programs, Bureau of Education for the Handicapped, USOE, to

radically redesign our training efforts. Our proposal was ap-
proved and we began our project in September, 1969, We began by
attempting to respond to the above three fssues:

1. In an effort to bring theory and practice into closer
harmony, we developed a total internship program in which we all
became immersed in one school. This "immersion concept' allowed
us to abolish formal coursework as such and conduct our seminars
in the school in which we were located and to focus on content
and skill development that was immediately relevant to our daily
functioning with children and teachers.

2. We made a clear commitment to responding to children in
inner city schools. We had grown increasingly more concerned
with the random labeling of minorit, group children as "emotion-
. ally disturbed” and the lack of educational relevance of such
. labels.

3. We sougit to establish an in-depth relationship with a
single inner city school in an effort to foster a working re-
lationship in which we could operationalize some of our beliefs

~about teacher education, including more need-fulfilling and
humane ways of responding to troubled children.

The following pages highlight the various aspects of nur
approach to the education of teachers and children. We are
"unique in our constant search for ways to apply what we are doing
as adults to what we do with children. Our very training process
can serve as a model for what we do with children. For example,
if we believe that it is desirable for childven to develop them-
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selves into a learning community, then as adults we can also try
to achieve that goal of community within our group and with the
children with whom we work.

Since this project's inception we have modified some of our
earlier beliefs. The one change of major significance has to do
with the third issue, namely finding a learning environment open
to change and innovation. Based on the experiences of our first
two years in public schools, we deemed it egsential to create our
own school environment, Coupled with this effort at creating our
own setting we have turned our attention to children and youth R
excluded, legally and extra-legally, from publiec school programs.

In reading the following pages it is possible to come away
with the perception that this is a "package" for preparation of ;
teachers. The necessity of putting our program down on paper may
convey such an impression, but in actuality we created a learning
community in which staff, trainees and children all had an input
into what transpired.

£ The fact that we all created a school program is testimony
to the high degree of participation encouraged during the ten
months of our training program. From the philosophy of our
program to our evaluation procedures each of the participants
(staff, trainee, child) had many opportunities to contribute to
and modify what was happening. For example, in the description
of our phases of this program we specify Phase Il as "Defining
Individual & Group Goals & Creation of 4 Team." 1n this phase
our trainees had maximum input into deciding what was done and
as much of an opportunity to sharz their resources with us as
they wigshed. As a group, we discussed the kind of school en-
vironment we hoped to create with children and we were all re-
sponsible for making contact with schools, children and their
parents; finding space for our school; purchasing instructional :
supplies; working out transportation for children; and an extra-
ordinary number of other details involved in the creation of a
learning environment for children and adults.

Our program at Syracuse University has long adhered to a
psychoeducational model of teacher preparation and education of
troubled children. With the development of this project we have
extended our philosophy to include aspects of humanistic edu-
cation and open education. Our effort to explore open education
for troubled children is a logical extension of the psychoedu-
cational model. By creating an open environment we may be en-
hancing the opportunity to implement approaches commonly thought
of as psychoeducational. For example, both models advocate the
integration of affect and content in the classroom. Both rely on
acknowledging and responding to the feelings and behavior of
children. Both respond to the readiness levels of children for
the implementation of academic skill de.elopment. Both believe
that very often learning will only take place in the context of
relationships and only if the learner feels good enough about
hinself as a learner and person. Other parallels could be found, -
but the important point may be that open education approaches )
provide us a learning environment in which the teacher can truly



©function as a diagnostician in the sense of seeing chtldren oper-
_ate in a varfety of activities and with many other {ndividuals.

' Philosophy

Our current training program grows out of beliefs nurtured

over time by experiences with teachers and persons learning to be
teachers. These include:

. A belief that the process and procedures of a training
program should represent to the trainee a model that he
could utilize as a teacher of children. The cornerstone
of this process would reflect a strong belief in encourag-
ing trainee self-direction in the specifying and imple-
menting of his own learning goals.

,» A belief that the teacher is a major resource in effect-
ing child growth.

+ A belief that a psychoeducational model of teacher and
child behavior offers the most balanced approach to
developing school programs for troubled youngsters and
interventions designed to enhance both child and adult
functioning.

. The belief that learning takes place within the context
of a learning climate which places equal emphasis on af-
fective development as well as cognitive development.

. A belief in the importance of developing skills in group
process and an understanding of group dynamics.

. The belief that all learning takes place wititin the
context of a relationship.

The Syracuse program is distinctive in several of its
aspects, which reflect beliefs and experiences of the program
staff and former students. These include:

. The focus on children in the inner city who are not now in
public or private school programs. For the last two years
the M,A. level students have created a program for children
excluded or not attending school programs for a variety of
children. This population of children contains a range of
behaviors but many are acting-out, adolescent and members
of minority groups.

. A strong advocacy component. This implies that the teacher
role is expanded to include contact with a child and his
family in many settings, and extensive experience with
social service, legal and educational agencies and insti-
tutions on behalf of the child. This has broadened the
range of interventions possible with a child and his
learning.

. The value of mini-schools. We are exploring small school
settings with a high adult-child ratio as alternatives to
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traditional, more impersonal situations which have been
difficult for many of our troubled children. These schools
can be staffed by some paid and many volunteer staff, and
provide opportunities for flexibility in movement and cur-
riculum approaches.

Self-direction and freedom to learn. We are committed to
the value of each person defining himself and his own goals.
This includes trainees writing contracts about their learn-
ing goals and individual supervision to aid trainees in
defining who they are, what their values are and what kind
of teacher they want to be. We encourage trainees to
utilize the same process with children.

Opening up Special Education. We are concerned about the

detrimental effects of labeling: 'the stigma of being
special." We encourage the valuing of differences and
focus on the strengths and resources of people. Low self-
concept i{s the most common characteristic of troubled
children. We hope that special education can become more
diversified in terms of its view of children and teachers,
its curriculum approaches, and its philosophies.




Orientation

There is a great tendency now for teacher training programs
to become as definite and systematic as possible. The trend
toward accountability, competency-based, and performance-contract-
ing have all contributed to a kind of hardening of the training
categories. During this time of interest in greater clarity and
less ambiguity, we have been developing an alternative approach

- to teacher preparation which places greater emphasis on the
internal recources of teachers and children and basically adheres

_to a more growth-oriented philosophy of how individuals devplop
and change: 1In essence, ours is a point of view that involves
the adult and child in a process which may very likely lead at
least initially to less clarity and greater ambiguity. The an-
ticipated end result is that individuals, by being more directly
involved in their own learning, stand a greater chance of becom-
ing more responsible for their actions.

The particular orientation of this preparation approach owes
allegiance to several theorists, practitioners, staff members,
past students and those yet to enter our program in the future.
The ever-changing nature of what we did and how we went about our
activities is intimately related to the theoretical nature of our
approach. Basically, we have maintained our bteliefs in the po-
tential for growth residing within each individual. We have
taken a strong position against the disability-related focus of
special education and in its place rasponded to the strengths and
resources we believe each person has, regardless of his circum-
stances. This line of thinking (and feeling!) has led us in the
direction of a point of view sometimes referred to as a "third
force'' or humanistic approach to understanding human behavior.

The "third force" takes issue with the prevalent positions
of behaviorism and psychoanalysis, and substitutes a more
positive otientation to the understanding of human behavior.
Maslow 4968) argues for a psychology of health and makes a strong
case for understanding of others in terms of the satisfaction of
basic and higher order needs. He moved away from a perspective
of pathology and fllness. He also writes of the resistance to
being rubricized, or in more current terms, labeled. Both of
these perspectives, that of viewing children with special needs

.as pathological and the persistent labeling of children are not
perspectives we adhere to nor base our practices upon,

From theorists such as Rogers {1969) we have looked toward
responsive and responsible ways to interact with children and
.adults, While there have been many parodies of a more non-
directive approach, we have found that within the framework of a
person-centered approach there is much leeway for an active
contribution by teachers which leads to a certain mutuality of
relationship. From Rogers we have learned of the value of
active listening and respecting the feslings, words, and be-
“haviors of the others with whom we are involved. We have come to
recognize, with considerable awe, how enormously complex each of
~us is, children in.luded. While this recognition can sometimes
be immobilizing, it has ha” :he effect of forcing us to respect
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‘ . others and. to respond to the 1ntegrlty of anot er
'y positton, even 1f we are not in the same place. S

4 pe ' Catora we have had a long comni tment to our-
;'field and the children who have been the subject of our concerns.
‘We have femained enthusiastic about the contributions of Cert” n.
 workers within special education, particularly those with a more
. psychodynamic orientation, Two individuala come readily to mi
it 18 of interest to note that both of .them have brought
1d 8 nd approaches from other area i

, ples ‘ logy. :
edded within his approach to ‘working with children is a- strong
godynAmic Elavor which fosters a continual ef ort: d

the

i x positions is tha while
children's beh r, th
rom the child:
rgue for a proceBS‘by which the adult ‘and’ child seek to und
”stand themselves and each other., .

i
.
1
j
ki

-3l i

oy




Because of our, strong reluctance to place all of the ré-
bility on a chllq for his problems there s a strong com-
ty<baged or ecological orientation to what we do and believe
asically, we feel there 18 much to be gained by thinking in .
ms of the interaction of theé person and tﬁe soctal system sn '
‘he 1s {nvolved. We have operationalized this in various
ways. N oUr preparation program we recognize we haVe created a
‘snall soctal system and at the same time we are part of larger
gocial systems, namely the University and community, Mindful of
we attedpt to articulete and focus on our norms, roles, and
tettsttcs which make us unique, We become part of the com:
Ohity by our focus on belng advocates or agents of the child and
he same time immerse ourselves, to the extent feasible and
ppropriate. in the activities of the schools and commung ty :
gencies as well as with the familles of the chlldren with whom
ate involved. - i , ‘

Ratlonale and Goals

Hhile it is of major importance for a teacher preparation
_program to Specify its orfentation, as we have attempted to do in
-preceding section, {t is equally important to articulate the’
1ona1e, assumpt10ns. and training goals adhered to by a

. He begln with the premlse that the personal growth of the ;
;ainee {8 intimately related to his effectiveness as a teacher
“Jhildren. Our program places great emphasis on the growth
‘trainees, in the broadest sénse of the term. By this we mean
‘at the very foundation of out preparation program is the

elief in the value of each trainee defining, specifying, or
working toward the articulation of his learning needs. 1f we

ean this, and we honestly believe we do, then there {s a clear

«it to the number and range of preconceived goals and pro-

res the staff could legitimately set up in advance of the

fnee becoming directly involved himself, 1In order to respond
he maintaining of a balance between program beliefs the staff
iy have and allowing for maximum {nput by the trainees we have
developed a kind of structure within which we ask each tratnee {f

¢ can function. Such a structure, as the following will
llustrate, seeks to allow for maximum flexibility of response by
{nees and staff. Of ‘course, the option to take "advantage" of
ﬂflexlbillty remained a persorial decisfon for each partici.

t. ‘At a later point we will discuss the specific ways in

,lch seVeral of our assumptions were challenged,

s central to our structure fs the point raised above that
ne's personal 3rowth 15 directly related to effectiveness with
children, Our program responds to this i{n several different ways,
6 begin with, we are searching for trainees who have questions,
{8sues, and concerns about education and thefir role in its im-
provement, After accepting a student into our program one of our
arliest sets of activities and experfences has been directed at
ach of us gaining skills in specifying our learning needs (and
also our resources), This {s an ongoing task, always subject to
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. trainfng of tedchers and in the education of children. -Through-.

" human being. Hence, one's own personal growth- and awareness is

' could utilize as a teacher with children. In other words, if &

- of his own: experience in this preparation program would come to

< to find a way to fit in based on their goals. During each of t

L ttalning program would be located.. ‘For two years we located

'°;‘there Was ample opportunity for ‘individuals to create roles in

modification throughout the school year. WNeedless to say; how -~ °
one defines one's learning riceds (intevrest in personal growth) i
. ¢An vary, but hes typically included skills in teaching children: -
“ a8 well as the obvious connotation usually attached to this term; -

namély that of focusing on ona's own feelings, néeds, and G
concerns.

The theoretical potnt of view we advocate includes & psycho-
" educational orientation, which by our definition ties together
_the importance of both affective and cognitive development in the

-~ out the school year, in our own seminars and {n our résponding -
6 children emphasis is placed on the importance of the inter-
personal relationship of teacher and child. Our seminar content
includes aspects of what constitutes facilfitative relationships
. and the development of appropriate: communication skillsy Ouy
“major thesis was that the development of an appropriate relation
“ship (including teachtng) i8 not something one does to another

,'";intimately tied to how effectively one relaces to and teaches
‘,;another. o ; g

The translation of one‘s owrn personal growth and how one
‘Anteracts, - teaches, and responds to children and adults ts en:
© hanced by outr strong belief that the process and procedures of a
trainfng program should represent to the trainee & model tbat he he

valie is placed upon personal growth then a trainee in the course’

" see the valua of such an emphasis on his own learning and in't
~ enhancement of his own relationshipa with other adults and«
children., :

S We strongly adhere to the fostering of & trainlng environ-
- ment which guarantees a variety of ways for iadividual trainees

pact four years the staff made the decision as to where our

f"withtn two different city elementary schools and during the- pas
“tyo years we developed our own school program for children and
youth excluded from school, In each of these settings, however,

keeping with thefr interest and to deVelop behaviors and akllls‘
appropriate to their roles._ 'y

The implementation, then, of our theoretical position has -
taken into account a number of considerations. To begin with,’ e
have deemed it essential to create a learning environment which
is conducive to the personal and therefore professional, growth

" of each participant (trafnee, staff, and children), This enviren
ment, if 1t is to be responsive, must be open to the input of -
each participant. This is a difficult balance to achieve, but by
utilizing a group process focus in which heavy emphasis is placed;
on the development of ourselves into & group we stand a greater :
chance of informing each other of our individual needs and point -
of view. Also, if what we do is to remain fluid and receptive to -
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with new ways to interact and teach. As a result, we have tended
toward the development of an exgggient;ally-based curriculum ap-
,proach for trainees. This means an active orientation for all of
'Us, While there is a certain amount of didactic materidl pre-
‘gented, such as in seminars on ‘theories of deviance, much more of
at we do is actively engaged in by participants, By utilizing
n activity-based approach for adults and children we av-id the
necessity of asking learners to accept new learning on fa 9+ value
thout seeing if it fits them. By encouraging the active -x-
ploration of one's relationship to other people as well as to
curriculum materials we foater a closeness which cannot be.
achieved within the confines of a more paSSive learning eqviron-
ment. : .

A major focus of our prepatation program has to do with the
foetering of newer roles and behaviors for spending time with
hildren., We have grown jrcreasingly more concerned with the
narrowness of preparing teachers for special class teaching po-
sitions, Wé view the problems of troubled children, their
chools, and communities in a somewhat broader context.. With
thers, we share a level of impatience but are ever windful of
he impossibility of radicalizing a prospective teacher before
here 1s a readiness for such social consciousness. Certainly,
ome of our graduates do in fact take positions as special class
edchers and that is as it should be. One's own goals count for
more than another's rhetoric as to where special education should
e heading, 1In general, however, we are encouraging our students
o ¢onsider alternative roles and behaviors, Again, it is not’
ufficient to encourage, but it is necessary to offer trainees an
portunity to explore a range of environments and this we do.
hey can observe, spend time in, and eventually select a particu-
ar learning environment or adopt newer (for them) ways of behav-
ngi or they can make changes within the environment they and the
_est of us create.

In effect, then, we ate trying to be all Lhings to all
tudents. An impossible task by anyone's standard. What makes
his goal possible is that the trainee is directly Involved in
this process. The hope is that staff and trainees together can
‘- radiate enough environments so that a thoughtful chioice can be
ade.  Within that choice active participation by &ll could lead
o the testing out of new roles and behaviors.
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The Process of Selection

- More discriminating selectinn is the hope of all designers

f training programs, and especially when they are frustrated by
he students' response to the program. Every year wo have tried
o better the match between the trainees and the program. We ask
.prospective students to make clear their expectations and we
‘advertise our program as explicitly as we can, [In general we try.

0 bake the selection process compatible with the program phi-

0sophy--open and interactional. In this sectfon we describe our
election process dnd discuss some of the issues in selection.,

_ Potentfal applicants are sent an extensive description of

ur program - its philosophy, activities, what it has and has not
-been. -Included in this material is a list of éxpectations, which:
reflects the biases of the program. For 1971-72 they were as
ollows: .. s SR , : D

Expectation 1: That you are interested and willing to attempt
R to define your learning needs and to communicate
your activities to others. Staff members and =
- other students are often quite willing to assist
you in this process, ;o . . s

‘Expectation 2: That you recognize this is a program to develop -

e skills in communicating with adults as well as

- with children, And that you would make a com-
mitment to working out differences and concerns =

- with other adults when and if they occur.

_Expectation 3: That should you have basi¢ concerns about ‘. ,

e authority to the point where you are not will-
ing to assume responsibility for your own be-
havior then this program may prove difficult
for you:. We go-to great lengths to minimize
the traditional teacher-student relationship,
Many people, however, bring to graduate school
long-standing distrust of those they consider
in authority. We all have such concerns to
varying degrees, but we are seeking those
people who are willing and able to be active
arcund defining themselves and will not let the
"authority problems" become the main barrier to
their functioning, T

Expectation 4: That you come as a learner. We are looking for
e those interested in working with children and
who have serious questions about pregent edu-
cational and community practices. This {8 not °*
a traditional teacher preparation program and
we hope you come with questions and aspects you
wish to learn about. We are working toward
change in schools and if you come only to find
out what exists rather than what learning en-

vironments could become, then you will find this
program a difficult one,




" Expectation 5i

i Expectation 6:

‘f;f’Expectatiqh'7:i

@i’:gxp¢¢£afion Sﬁ

With the regular application, which includes the Millér Analo
gies Test and recommendations, we request students to complete &

questionnaire describin% (1) their past and present contacts with
children and learnings

* program funded as a Special Project by.the

‘Office of Education. We have a commitment to

ties, complete paper and pencil instruments
‘as much as ours.i

-That if you have serious personal and emotional
“concerns you should seriously question: the -

~that an emphasis on personal growth is appealing

" eult experfence for all of us.

‘We anticipate working again with city children-

_to curselves that it {s possible.to share our
skills and to-utilize the rusources of others.

That you recognize this is an experimental

Bureau for Education of the Handicapped, U.S.

study our program as an {nnovative approach to
teacher education. This means you would need
to be willing to help us document your activis

and in general see this prugram as 2ou progrdm

suitability of this program. As you can-gée .
from this material this is a very demanding way
to:earn & Master's degree, Despite the fact'

to many students, to actually have to participate
in a daily situation which asks people to respond
to others and to share their feelings is a diffi~

The label of "“emotional disturbance" is not one:
we are committed to, but we are committed to ©
children living in the city, particularly the
fnner ¢ity, You should be willing and interﬂsted
in working with this pOpulation.{

we are striving as best we can to reduce then
1solation and loneliness that many adults func..
tion under in learning environments, By offer-
ing a model in which .we all make a commitment to
work together as a group we hope to demonStrate

1f you come, please do so with the intent. to try
and respond to this group focus,” ;

We are trying to be as honest as. pOSSIble about
what we think is happening here.. We don't ba-
lieve we have the way, but rather one way. - He
are seeking those who share a ViSiOn with us of
what learning and living could be. spend -
much of our time faltering, but the clearer our
commitment {g to the working out of our concern§
anc the sharing of problems and resources the
c¢loser we can get t. our goal of true mutuality:
within learning environments. The hope 18 that- -
applicants, having this information, can exercise
some self-selection before they apply to the :
program.

rom those contacts; (2) their expectations
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‘for a-Master's program in Emotional Disturbance; aad (3) their

learning style (hcw and under what conditions do they learn best).
They also fi1ll out an instrument reflecting their attitudes toward -
‘gelf-direction and the “"freedom-to-learn" model (our philosophical
basis).
S An example of an applicant's statement that appealed to us
is quoted below;

e

In trying to ¢ynthesize my 1deas into one basic goal,
... the dominant theme is one of offering children an
i T;Aalternative to the traditional classroom setting.

‘. Specifically, 1 would eim for flexibility in the
‘structure of time, materials, physical boundaries, and
- human regources, As 'teacher!, my function in this

 setting would be thtat of a dlagnostician and provider
v of eXperiences to meet the unique and changing needs
- of individual kids. -

~ Some examples of goals 1 would set for the children
i are;. (1) to esxperience success beginning with the most
- basic things a child can do; (2) to develop coping
8kills to deal with their failures as a positive part
~‘of . the total learning experience; (3) to become an
~effective participating group member and a positive
- influence on the group (listening, sharing materials
. with teacher, helping others to experience success and
. cope with failure}; (4) to develop a tolerance for
- change and divergence; (5) to be able to verbalize
- _feelings, understand their causality and act upon them
2 -in a constructive fashion; (6) to develop a sensitivity
- to the feelings of others; (7) to develop specific
: cognitive skills of reading, writing, mathematics, etc...
One last and very important goal is that of involving.
" parents in the education of their children in the most
positive, creative and active ways conceivable, I think
- teachers must take -the responsibility for this kind of
i 'involvement since’ schools as institutions seem to succeed
‘2. most often in involving parents negatively and at points
~of crisis.
t
: This applicant mentions many of the beliefs upon which the
‘Syracuse program i8 based -- an open and individualized approach,
:the teacher as diagnostician, seeing children in terms of
_strengths, a focus on feelings and affective growth as well as
- cognitive goals, the learning community concept where individuals
respond to group members, and parent involvement. In addition.
she had had a positive student tesching placement with finner-city
~children in which she had created a new role as crisis team
member in the school, She also had a child of her own and had
‘%1i{ved"-- that is, had had both extremely difficult as well as
strergthening experiences which seemed to have led to an
“empathic and level-headed maturity, according to her references
—and the personai contacts ptogram staff had had with her, (She
15 ‘the teacher whose classroom is described in the Classroom
. Implementation Section.)

The program staff sorts out the applicants on the basis of
“the written material (and any personal experience we might have
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had with any of them) down to approximately tha’ number of ,
“‘students” for whom we might be able to provide fellowships. The
criteria for this selection include:

(1) The composition of the training group (we attempt to -
, bring together men and women, black people and white
people, various ages, hackgrounds and experiences), -

(2)- Age and experience of the applicant (while we occasion-
- ally accept an M, A, applicant who is just: finishing
& BLA., we encourage §tudents to seek jJob situations
with children for several years so that they might
have more experfience-based questions for their train-
‘lng year). ‘

(3) Perceived agreement with philosophy of the program (if
-~ -a person indicates that he/she prefers daily lectures
r:or is committed toa behavior modification approach

" or thinks encounter groups are a communist or capi*i
“italigt plot or wants to work only with suburban o
~‘children,.., then we suggest they seek other program
~;where they might be more comfortable).: ¢

L The "finalists" come to Syracuse two at a time for the da
,in which they - ‘participate in activities with the trainee group~
C(time with' children, .eminars, encounter groups) and télk{e ‘
S tensively with current trainees and staff, who. later fedet about
i the: percgived NELE" of the. program and the 1nterviewed app ‘
'Again We see the interview day not only for us but as ar
formation for the applicant to use in self-sel
. . Since our. program 18 unusual, perhaps, we
o high percentage of applicants who have had previous contact with
. the progrAm or 1its students or. staff in a personal wsy._<z

i Because the trip to Syracuse cen be a hardship, vé are
;f'fairly selective about those whom we invits from out of town
“the interview we listen rot only to an applicant's ‘angwer
S specific questions we may have but also observe his/her“res ond«
' 1ing behavior (to us), curiosity (questions asked about proge
- and fnitiating behavior. We admit the selection {s subjective,
_Basically our choices may revolve around interpsrsonal attraction
. between interviewer and interviewee. ' We do know that no matter: -
- Wwhat methods we try we will probably lose good people, s well ag
w'accept persons whose year with us will be difficult.,,ug S

Issues in Selection

Range of students. No matter how much time we spend in the
interviewing process nor how.carefully we read the applications
and struggle with our decfsions, we find that we still have a
great range of students in terms of their values and commi ttment:
~to the program. While we continue to think in '"matching" terms
-+ (pluralistic society=learning alternatives to meet everyone's
needs) -- we have acknowledged that tsatisfaction 18 never ,
guaranteed' in training programs. We must be prepared to work
through the process (philosophical disputes, uthority issues,
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té;3‘w1tﬁ each étudent and each group of students.

, The range of students is identified by the following state-
ments, made by trainees in October of one training year, in
answer to why they chose this Fogram:

S My 1ast year of teaching...l got very positive feelings
- about’ the emotional growth of the children, but I also
felt 1 €requent1y had to handle intense feelings which
© left me feeling quite incompetent, 1 thus felt that
further study which would allow me to work furthér with
~:children's emotions under gufded supervision would be
_very benefictal. 1 chose this program because 1 felt I.
-could get this supervision, 1t also seemed to offer
1ﬂ,1earning in a more personal setting which 1 need, an -
- ‘“opportunity to help me eXplore some of my negative feel-
~ings about teaching, the chance to direct my learning -
_without: someone else's ptescrlption, and an opportunity
. to'experience for myself learning situations that would
'u;give me a frame of reference in dealing with children.,

Y chose this progran becauSe of its committment- to lnner-
‘city children, 1 liké the idea that it is innovative
and always open to new ideas and change, I felt at case
- with everyone I met last spring and I felt 1 could work:
‘o with those involved. Oh, 1 also like the idea that the
. - program 1§ only 2 Semesters (this is my 19th year in
“jschool')

;'ZOne of the main stimull to returning to school was the know-’
- ledge of this program - that it was open to new ideas and
“willing to experiment, 1 also felt that I needed the

~ ‘support and personal open relationship that people in this
program seemed to establish with people in the program. 1
-+ was looking for a non-authoritarian structure that would

- help. mé identify what growth for me meant and help me in
finding experiences that would foster it,.

r“,;l selected this program because of the accent on practical
~-.exparience and the humanistic approaches used in guiding
~’all involved,

. Aftex working for 2 years with kids most of my ideas were
feelings or instincts I had about people. 1 sort of wanted

i+ to find out what other people (maybe professionals) had to

©7 say.v.Also 1 had taken a lot of grief from the professional
 community, malnly judges about lack of credits. 1 was tired
of hearing, what right, does a potter have to work with kids,
-1 guess 1 needed some support and help, This program

~ matched my concept of education, :

: Committment to the program. We have concluded that committe
"ment to participation in this particular program is a central
‘factor in the satisfaction and productiveness of the trainee,
OVer the years we have had many students who seem primarily
‘motivated by the desire for a Masters' degree, rather than an
«interest in learning about children and themselves as teachers.
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frjn;to become more involved in the program, perhags becausa for many
. months that is their primary tie} others who

- their feelings and interests, On the other hand, we have chosen

- of the: program; and (3) they are a tremendous resource within th
‘_,community.‘ At the present time, we have opted to deliberatel

"7ffdiverse group of children with whom we work, Many more,young

~ years experience, When we have dccepted students because of

o vthing in vhich they would feel comfortable,

- Similarly, others have applied at Syracuse because it {8 con-
venient (e,g.,a boyfriend goes to school in this area) instead
of seeking us out because of the uniqueness of the program. In

- both these cases the level of involvement (and therefore; -
learning) is lower--at least {nitially, When people have sought;
us out,: choosing among various alternatives, ve: feel the year. ha
been more productive,

, : " Related to this are general demographic contradictions.
;Yrequentiy trainees who come from outside thie Syracuse area see

ave 1ived 1n
" Syracuse are connected to many other. people and groups who pull

. many applicants from the Syracuse area because (1) we know them
.and/ot -their recommenders; (2) they know better the: pros and. co
’fdchoose a greater percentage of studenta from outside Syracuse

b Ue haVe also chosen groups as balanced as possible by aex
",race. age and experience with children. We have falt “this di

~ white women without teaching experience apply than do men, -
minority group members, people over- 25, or people with several

. thelr "demographic characteristics" when they are not genui|
i nterested in this particular progr&m focus, we he regrette e

g 'Basically then, our direction has been to ask hard questio
;fof applicants about their motivation for this masters! program,
‘We seek people who have real questions to explore and who feel -
that the style of our program is something they seek and i some

: Qradgate student mold. He have accepted into our programs
" parsons who would sometimes not be considered "graduate stude
naterial” in terms of their previous academic records oxr their

“1ifestyles. Some of these people were drawn to the program be:
cause 1t would allow them to seek their own direction. Others
are attracted by the extent of practice/field experience in-ou
design; some feel they learn better by doing - being active = -
rather than through books and lectures, Others have reacted to

~‘the’ irreievance and untranalatability of the "theory" - ‘course-

“work s in their undergraduate programs to their time in the

‘classroom. ~Basically we have concluded that with persons who :
have a committment to the program and to seeking out ways of -
answering their questions, the surface characteristics have
little consequence. With people who only know what they don't
want, the program has been less productive.

"Mental healthAAof the trainee. Morse, Schwertfeger and "
Coldin . (1973) in their monograph on training teachers of dis-
turbed preschool children (1973) say:

"It 1s interesting that special education always has
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LA attracted a b!modal dlstrlbutton. There are those who
. .vant to help others based upon their natural compassion

- and concern and there are those who want to help others
. for oblique self-fulfillment and to learn about theme
'.,;seIVea.“ (p. 160 , ;

, ln our progtam we not Only focus on children with diffi-
‘ultles, but we also encourage the trainees to look at their own
eelings and personal growth. MWe have seen the two kinds of
persons that Morge mentions and also people who are able and
interested in doing both -- in reSpondtng to others and at the
‘same time being reflective about their own concerns. These
‘people have at times become temporarily immobilized, but they
‘usually recover and aré able to be productive. As you can.see in
our-list of expéctations (#6), we make it explicit to applicants
that .the program demands a fair amount of ego strength and
' copeabtllty." i ; o '

: There 1s at’ times a strong dtscrepancy between ‘a’ person’s .
;wrttten material and the personal tmpression they make during the
;1nterv1ew. Given that the interview is stressful for everyone,
ofe’ applchnts come across as more defenstve, angry, tense, or
ffrtghtened than others. We find ourselves responding intuitively
‘and clinically to this behavior, and we have rejected candtdates
~on the basis of thetr interview.

‘ He have had two trainees drop out of the progrém after one
emester in the last two years, and another who dropped out
sychotogically although she technically completed her degree.

n the first two cases the women had long term problems with -
nich they were trying to grapple} one woman's posture was
_depressive and of great vulnerability, and the second's behavior
was very defensive. In the third case, the trainee's husband had
left her and she was working through her relationshtp and self-
Concept concerns. while in the program.

In general, to be involved with children and a learning
*community of adults requires ‘psychological and physical energy,
-a measure of self-esteem, power to self-start, and "response-
‘ability" -- the ability and willingness to focus on others.
‘Pergons with consuming concerns about him/her self would find the
program very difficult at that point in their lives.

o Rejectton. Because of number constrictions, we must reject
‘many. applicants., We have tried to personalize this by writing a
general letter stattng our reasons for our group composition.
When we know people personally, we call them to talk about our
rationale. We have gotten calls and angry letters to which we
‘have responded personally. And when asked we offer suggestions
for alternative programs and jobs. We also encourage some people
to reapply at a future date,

Summary

In this chapter we have described the process we utilize for
selection and to some extent the basis of our selection. We also

5
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discuss some of the issues in selecting for a program of thls
kind.
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E Ph&sing 6f'the Tfaintng Year

-1n this chapter we describe thu phases of the training year
erms of the major purposes of the group and its activities.,
‘Indicate the alternative structures we utilized based upon the
satting we were in ('in-school" or Mour own setting"), Examples
> glven of .trainee schedules and reactions of particular indi-
als to each phase. We also include an extensive discussion
he content of the tralning program and how it 1s developed.

Phdse 1. Creation of an Acceptant Glimate -
‘This 18 the inft{al coming-together of the training group,
‘We felt the beginning was important toward a) establishing a
1imate of trust and cooperation, b) inttiating relationships
‘wiuld continue all year and c) fostering the learning of
fpevsonal and group skills, This phase was usually staff-

n-school setting, Bringing a training program into a public

-8chool requires cooperation and diplomacy. Maxinum involvement of
L1 parts of the school from the beginning facilitates this co-

ation. - We have utilized two different formats with school

1) involvement in 4 weekend retreat of the principal and

chool staff members (whom he choss) with the M,A. students and

taff; and 2) jointly designed (program and school staff) intro- 4
tory activities - including exposure to parents and community, .. .. -

tcipation in the activities of the first week of school with

 ¢thildren and in the faculty planning sessions., In addition -

8pent two afternoons utilizing Black/White Encounter tapes as

the faculty and trainee group was approximately 507 black and

0% white.. 7 - [ T

- Our_own setting, An encounter/human relations training
kend ‘at a retreat setting with an outside trainer was planned
by staff members, One year we asked trainees to include their
uses. . The format of the sessions was primarily determined by
 _tratner who was given some {nformation about tha group's com-
ition Among the topics dealt with were expectations about
the program; colicerns and hopes about self and graduate schoolj
fographical information about others in the group; prejudices
black/white, male/female, etc.); fears of self-disclosure; re:
ions to the here and now behavior of others in the group; and
nts of view about encounter groups, their meaning and ef--

tiveness.

?ﬁRéacﬁiohs tokthé'enéountéf appfoach,varied qidély,with the
tyle of the reactor and the events within the group, Some com-
nts are given below:. i o v e -

I felt extremely uneasy about being with people I didn't
know and being expected to talk freely about myself with

1 found the weekend a valuable experience for the group

Provided



,‘”and for seeing myself Ln the group. I think a feeling
“of trust and understanding and acceptance began and °

w111 continue to grow {n the group and myself. I found v

‘myself frustrated at tfmes - but not nearly 48 nuch as Sl
1 thought 1 would be prlor to going. : :

‘ln addition to the weekend together. we have had many 1h.
formal experiences that increased the comfort of people with eac
other.' These tnoluded meals together and painting and prepariﬂg
the house in’ which e were to meet, .

ot would judge that time (meala, patnting, etc.) to be :
in somé respects more meaningful than "structured" -
time, The first formal meeting was terrible (no one
- gsaying anything, nervous laughter, blank stares)) 1t
- was the painting of the house that allowed us the -
" fraedom to meat: without ‘pressure, in ways that were
“"natural” to us, -1 suppose that what has been gained
18 a better feeling for individuals in the group, . Ou
. fwork will presumably mold ‘1nto 4 group. S

uith_(e.g., ‘demands of - ‘schootl personnel. 34 equiy
ments, etc,), During this peried relationships begtn to form
between' {ndividuals, and ‘trainees begin testing out autbority
- concerns with the staff. The latter usually ‘takes tha form of .
' 'g the bases ‘of staff decisions and attempting to

,getermined direction. et

Trainees And staff ate asked to deflne their learning goal
- and learning regsources; we have utilized the format of writing.
. these in markers on large sheets of paper on the wall, so we can
-all walk around and begin to get a picture of the’ group. '
examplea of these 1n1t1a1 statemente are given below! -

- gegourceg QVSOme knowledge of reading and math readiness
o A little artsy-craftsy .
_ Background in sactalization
Sewlng, crocheting, photography
‘Little kids ,
Play at piano
Cooking

Needs:  Good working relationship with my peers, more o
knowledge of academic skills, get and understand
feedback from children and adults, lots of work

with parents: organizing and parent edu¢at10n.;;




Goals) Immediate - 1. ﬁHow to éqUip a elassroom without
S P R N ./ any money,
2. How to meet kids' needs for free-
- -dom and my need for structure,
3. How to find available human
resources. ‘
. 4, How to facilitate communication
, : in a group.
fLong Renge Goal: To be sensitive to the needs
: - of others. ,

.Regources: ,Hilling to, help with' newspaper written by kids,
- ks sewing.,
Interests: British Infant School,
e ExperienCe: My own child - exploring ways of
R - dealing with kids 24 hours a day.
: "Need Help With' turning kids on to their own
;, , LR 1nterests and sktlls.

terms of individual learning goals, trainees then write
discuss with the supervising staff - as the year progresses -
144 goals and how they might be reached (through a course, an
progrem ‘seminar, observation, sr-cific experiences with

1dreén, fndependent reading program, etc,). This can be formal-
into a contract format (see the following page for an ex-
‘anple) 'htch is periodically reevaluated.~

uThe direction of the 3roup is a result of the needa and re-
ces of all the indlviduais in the program, including the . .
i erbegin immediately to plan the schedule for group time -
how thet time will be spent. The pattern has been for the
tial weeks, even months, to have more staff input in content
ssions; as trainees become more comfortable and confident In
he group setting and their needs and questions become clearer,
ey.initiate more, " As a staff we also attempt to utilize early
he ‘skills and resources that trainees do have to help them feel
-have something to contribute and also to develop a group
ling;by eharlng. As a staff member said in a group meeting.,

e don't believe in lifting off the top of your skull
‘and putting facts in, We all have resources and the
important thing for us to do is to realize and utilize
'our own rcuources."

In achool setting. Horking ‘within existing schools means .
,t there are often limits set by others on time and the kind of
olvement open to.the trainees. Our trainees began with
hildren the first week, so the realities of the school setting
reated content needs and preasured trainees into maktng de-
s about the direction of their learning. We had arranged -
! “s‘a training group two afternoons a week, from L to 5 p.m.;
 rest of the time trainees were involved with children and
hers. Beginning sessions here included inttoduction and dis.
on of the project training model, prdctice {n observation
‘discrimination of children's behaviors and teachers! be-
1ors, and a two-day workshop on micro teaching.
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- Own_setting.  Since we as a group are to define the kind of .
nvironment we want to ¢reate; and do it on our own ground and
imé, we had the luxury of an sxtended block of time together as a
up before trainees began to work with children. We utilized

{8 time to share s%ills, take turns presenting content/experis
ces that we each valued, learning interpersonal dynamics of the
roup and beginning to develop group goals. As we weve going to
8ign, as 3 group, a learning environment for children, we ‘need-
(to kiow how we each conceptualized an ideal setting, the
lues we each held about children, and how individual trainee
odls and resources (re experience with particular age group or
nd of behavior, or curriculum) could mesh to form a coherent
fivixonment. Examples of group time during this period were the
sycho-educational modél of teaching, humanistic education, be-
aviorism versus humanism, education of inner-city children, and
lack/white {ssues, S : : :

Phase 111. ‘Observation of Settings
- (Can be Concurrent with Phase IL)

~ During this phase trainees were exposed to a wide range of
arning environments within the general Syracuse area, and we
.00k a trip as a group to another urban center.  Staff members
_make available information about what alternatives there are, and’
rainees arrange visits based on.their interests, Trainees have
seen public school regular and special classes, residential in-
titutions for disturbed, retarded, and delinquent youths, pre-
chools, open/free schools, c¢linics, resource programs, etc, - The
roup trip has been to New York City (to see psychiatricly-orxi-
ted schools and also innovative work with minority group S
hildren) and to Toronto, Ontario, where there are large inner- ¥
ity open schools in low-income ethnic communities, :

. In-school setting. Some of the observations during this
period were in the classrooms of the school in which we were
rking, While these classrooms and teachers represented 4 range
f styles, they did not show extremes in either child behavior
{e.g.; not "seriously disturbed,' not excluded or delinquent) or
:teacher philosophy (no structured behavior modi fication, no ex-
‘tremely open and this in part due to confines of the school).

. Own setting. Trainees saw a wide range of learning environ-
encs and were able to spend larger amounts of time in an environ-
it 1f they wished. In general, trainees felt this phase was

ry useful, . .

 One tralnee wrote:

- Some schools by their atmosphere cause me to have a
negative gut response. S. did this. 1 just didn't
~feel like 1'd want to spend nine months there. This -
feeling made me liiuk about myself and being in a
school. Observations are valuabtle thought stimulants
because thgy are real situations for me, as opposed
" to reading about schools whare 1 have to employ much
more imagfnation, Observations let me see more ‘




concretely what situations 1 would be comfottable 1n.,f

1In David Hunc's model he describes that discriminating a va-'r+
" riety of environments is a preliminary step to befng able to
- radiate different environments for different children. Most of
‘our trainees, including those who had had teaching experience,
had seen very few alternatives for children (''good" or 'bad"};
observation helped them c¢larify their own philosophy, interested
them in other points of view, gave them concrete ideas about cur-
 rlculum approaches. It also exposed them to some of the realts
‘ties of public schools and institutions and began raising thetr
consclousness about advocacy issies. For example, one group of .
trainees visited a state home for delinquent girlsj one student
was very upsei a¢ wihat he saw and proceeded to make extensive
contects with court, detention and probation officlals to deal
with how a chlld gets to this kind of places

We have considered repeating this phase in the sprtng sa-
mester as well.

Phase IV. Role Expertmentatlon and Contact with Children

During this phase, as an extension of the observation o
process, trainees were encouraged to involve themselves for a .
short period of time in a specific role that interested them. He
hoped that by tirying out different placements or roles trainees
would gain a sense of partfcular groups of children and adults -

_with whom they would like to work, This was more formal when we
worked within a ‘school; in our own setting trainees vetbally des
bated varfous roles:they might want to take that reflected their
interests, and these changed as the group evolved., ,

ln-school setting. ln addttlon to spendlng time with

. teachers whose classrooms were appealing, trainees algo spent’ a
week with the principal, the school social worker, the resource

teacher, the art teacher. Trainees could be as innovative as

they liked in designing roles that fit their needs and those of .

the school. 1In deciding on a "permanent” role, trainees commit-:

ted themselves to some classroom or group of children for the
rest of the school year. Examples of the kinds of roles that

- evolved are a 2-member crisis team to deal with behavioral in-
cidents, & full-time co-teacher fin an open classroom, individual
tutoring of primary children with learning problems, one half-

" time aide in a sixth grade and half-time running a music and.
drama program, a substitute for teachers to utilize to take =~
breaks, a teacher of a morning math program for small groups re::
moved from their regular class, a group leader for small groups
of primary level children to talk about theirffeelings, ete. Ex-
pressed needs of regulariteachers in the school were part of the
decision, and teachers gave approval to chosen roles.

‘An examplé of the role experimentation phase of one trainee
18 included here with brief quotes from his diary,

Sept,,8ol2£ With the principal.
"He impresses me a8 a good man. He has many roles.
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He 18 & smoother-over of teachers! and perents' problemy;

. he hires and fires people; he 1s an authority figure to

~ kids; he initiates and directs programs; he mediates kids'
- disputes; he supports his staff; he hassles with the

- Board of Education over matters like transfers, racist

“buses and districting..] never realized the complexity of

~running a school...Also, took a walk with H. around the

- neighborhood, felt angry with "the system," very power-

- less, real angry, wanted to change things to glve people
-8 chance. Realize that good men 1ike H, are frustrated

. by a racist system," ,

Sept. 15-19: With teacher of a primary crogs-age clags,
7 "Went with M,K. today. She ran sort of an unstructured
‘class. Kids were pretty wild. Not much was accomplished.
‘Kids' skill level in general low but there are some very

- bright kids. Makes lesson programming tough.,...1 still
find 1t difficult to talk with M, 1 feel that a week
-will not be long enough to break down barriers, but at the
same time I'm not sure I want more than a week in her
class...Tough day in the classroom. Early morning went
well, however, art class made kids sky high, which re-
-sulted in a crackdown from M. Most of rest of the morning
was spent with heads down. In addition, 6 or 7 of the
more disruptive spent the afternoon in the hall - my only
problem was that this chofce was arbitrary and they were
all black, Significant? 1 guess 't not sure of how to
establish control.. 1 see more the need .or a systematic
approach to the classroom. I need to enplicate for myself
my general philosophy of education and then work {t out in
the classroom. I feel now that the situation 1'm in some-
how contributes to my {nconsistencies - that is, a class-
room based on order and social adaptation, but set up
quite freely...Today, M, was sick, so 1 had to take the
class. I was quite unprepared to do {t, but I did it anyway.
I had no plan, so the day was chaotic. 1 see very much
the need for planning what should be done.,. Sept. 22, Vell,
I survived, Today I took M.'s class again, but I had pre-
pared for {t, 1 couldn't get hold of her during the week-
end, so I made my own plan., It helped a hell of a lot.

1 enjoyed the day, but was exhausted.

. Sept, 23-29; With the resource teacher.
- Found out more about P.'s conception of her role; she's

strict, clear and consistent, She convinces the kids of

-+ her good will towards them. 1 spent a busy day in the

~ halls, mostly around M.'s and H.'s rooms...l fesl that oy
experience with R.H. the other day was good for him. He
seems to trust me. He had to be pulled out of the class
today, but he came readily and talked to me a bit. He
worked very hard in P.'s room...l helped out more today in
the resource room. I don't think I can communicate authori-
ty very well - the kids immediately test me when P, leaves,
and they usually win... Was with P, again but didn't spend
much time upstairs. A sub was {n M.'s room, so I was in
there most of the day. It was a rough day in there. 1
felt pretty confident in that class that 1 could control it.
I'had fun.” I'm not sure how much the kids learned, and
tﬁFt bothers me. The sub was not very good.

El{l C
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Oct. 1.3 MicrdteachingHWOrkshop ;
Oct. 6-10:- In an open classroom of 5th and 6th graders. He

“veloped out of group discussions and thé interaction that occurred
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and another trainee took over the class while the teacher
-wag out for -a week,
Went into B,J.'s class today,..1 like the atmosphere . hope
1 don't panic because of lack of observable routine. I .en+
joy learning with the kids - really get excited by it,,., =
Today Betty (another trainee) and 1 took over B.J.'s ¢lass,
‘There was a good deal of chaos, but nothing to get uptight.
over, The ¢lass did not have too much 'productive! work, -
‘but they did do a lot of. testing - nevertheless, some work
was done, Also, I'm convinced they see us as keeping an
atmosphere similar to B.J.'s,..I like the kids in the ‘
class and notice a good deal of peer interaction and cohesion
«vso Today was a little better - the class did a tiny bit
more on their own, It takes'a lot of faith in t¢his gethod
to pull it off - also a lot of knowledge of what to do with
 materials... 1 took the others out to measure and left J,
and W, with the impression that they would go. 1 guess I
was pretty 1nconsistent. 1 apologized and 1 think fit. helped
the situation, 1n general, the day was too chaotic.. 1 feel
. we should offer more, but I ¢an't geem to turn the kids on,
1t's a real problem to me,., Well, the week is over, 1'm
tired and half depressed, half satisfied, 1 don't think
the kids learned much, yet 1 really liked the week and feel
1 would like to continue - that the kids would learn, 1 .-
guess 1 really like the kids... Oct. 14, Talked with B.J.
this morning, was happy she was pleased with what we did.:
“Stayed with her class in the morning, and enjoyed 1t a lo

. She has a lot more control, Moreover, the kids do more work,

Oct, 15-18: Week with Art Teacher who moves from class to class
1 enjoyed the week with C, I like what he does, or tries j
to do. He is a hard man for me to talk to, Sometifmes I
wish he could communicate his enthusiasm to kids as well :
as he does to adults,

Oct, 21: Well, it was & better day than yesterday. I was &
rover again, There was not much to do for a lot of the
time, However, 1 did get involved with D,, but' 1 couldn't
get far with him. 1 started an LSI and for a while it
went well, then I think he got confused and wanted out...-
Talked with P. (Project Pirector) today about B.J. - 1'm
happy 1 did, because 1 want to get in that class. Also,
was glad B.J. was enthused about my coming in, ; i

Own setting. The experimentation and settling on roles de-

as we gained children for our program. When located in an on-ﬂ‘
going school, the population of children wag readily at hand,:

When we decided to create our own setting, we needed to gather: to-
gether a group of children for whom we might provide a needed
service and also who might serve as a teaching population for the
trainees. :

We had observed the large number of children in Syracuse whor
were officially or unofficially out of school - some formally ex-
cluded, some asked dot to return, some awaiting placement to ‘
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-institutions or recently returned from {nstitutions, some chroni-
‘cally truant™, This group was certainly in need of services and
180 represented children with varying kinds of difficulty with
whoit our trainees could work. As a group we made contact with the
_¢ity school administrators, discussed our goals, and asked for
‘names of children and adult contacts in the scheols. They gave us
.6ome and on our own we contacted guidance counselors, school
~social workers, and resource teachers who might have had dealings
ith families or the children who were out of school. We ran an

d in local papers and magazines asking parents ( and anyone else)
who had children out of school to contact us, We also had an
-open house to have prospective referrers talk with us., Later we
‘established relationships with the probation department, and other
non-school agencies who dealt with excluded children,

-~ The following schedule of group meetings (small groups or
-total group) for weeks in November is indicative of how time was
“spent during this contact and search phase.

Tues. 9th - Meet at Board of Education with Assistant Superin-
~ tendent of Pupil Personnel regarding our program and

e : referral possibilities,
Wed. 10th - Small planning groups
~Thurs. 11th-T-group

Fri., 12th . Meet with Urban Renewal officials regarding place for
o our school,
Mon. 15th - Director of S.U, Reading Clinic

. Writer at New Reader's Press
Speak at our group meeting regarding their organi-

S . Zations as resources for us, '
Tues. 16th- (A.M.) Ph.D, student talk about taping our group
g meetings for his dissertation.
Go to public school for DISTAR demonstration.

(P.M,) Meet with head of adolescent treatment program
at local hospital regarding referrals,
Meet with ste.ff of local free school regarding open
o curriculum, ,
.- Med. 17th - (A,M.) Met “‘n subgroups to plan.

e (P.M.) Meet with head of children's treatment program
at local hospital regarding referrals.
;i : Dinner tog:ther at staff member's home.

Thurs. 18th-T-group
Fri. 19th . (A.M.) Met with social worker and guldance counsetlor
L at local junior high regarding referrals,
(RP.M,) Sub-group meating-work session to write Model
: Cities proposal.
Sat. 20th - Trip to residential farm for alcoholics and drop-outs,
Mon, 22nd - (A.M.) Group meets early to prepare for meeting

11:00 Meet with Superintendent of Schools at the

g Board of Education. 3
Tues. 23rd. (A.M.) Group Discussion-content session.

1More is being written about this population of children, includ-
‘ing a monograph, The Exclusion of Chi ldren from School, Jacod
Regal (Ed.), Council for Children with Beltavioral Disorders; and
The Way We Go To School: The Exclusion of Children in Boston.
Beacon Press,
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24th-25- . Thanksgiving

~Mon. 29th - (A.M.) Group Together-Content Session

(P.M.) Meet with officials of City Art Museum regard-
ing resources
~ 7:30 Observe at Model Cities Agency Meeting
Tues. 30th- (P.M.) Seminar on Language Arts approaches (planned
' by trainee)
Wed. Dec.l- (A.M.) Subgroup to talk with Drug Counselor at Sub-
. urban High School regarding referrals.
Thurs." 2« 1:00 T-group
7:00 Sub-group to meeting of local poverty agency.
7:30 Sub-group to present our proposal at Model
Cities Board Meeting. ' ;
Fri. Dec.d- 2:30 Meet as a group with head of Syracuse University
Teacher Preparation Program and Direator of
Special Education regarding what we are doing,
the "substantialness'" of our program, and
certification questions.

Through the search for refer;éls, we evolved a long list of
namesz, which individual trainees pursued based on their interests
in terms of age and sex of the child or youth, Children were :

taken into the program by decision of the group., Teams formed;toﬂ‘,7

function with younger (ages 8-11) and older (12-16) youth, and = ' .
these teams made many of the decisions about the specific children
and their programming needs. Trainees began to work with children
on an individual basis as we set sbout to create a &chool, i

Our relationship with public school officials was complicated,
to say the least, While they initially sanctioned our program and.
provided us with the names of some chiidren, they obviously had -
questions about the openness of our program and its lack of simi- -
larity to the public schools., We include here a statement from -
the End of the Year Report, 1971-1972, the first year we created -
our own setting. ' : S

"4 rather extensive data-gathering process was entered into
by our entire program., As a first step we established contact
with an Assistant Superintendent of Schools to offer our assiste
ance to those children excluded from schools dnd, in general, to
offer ourselves as human resources who could offer another alter-
native to children and youth. The negotiation process with the
public schools contains several issues, and it was necessary for
the s=chools and our group to be clear on several points, G

First, we wanted to remain independent of the schools; in -
other. words, we were seeking their sanction, not their curriculum
and intervention approaches to children's behavior. On the other = ..
hand, it seemed important at the time to protect the children with =

zwe continued o receive referrals from many sources during the ,
year, While we often fclt we were not in a position to take these
children, we did try to make referrals to other programs, find o
tutors for the children, or in some way suggest some direction for -
those seeking help. We learned that there are a large number of '
children and youth, particularly ages 12 and up, who are not

being provided for in public school programs.

30




whom we would be working, so that they could return to public
school when and 1f 1t seemed appropriate. Several meetings were
held with the public school administrators, including the Super-
intendent of Schools, tnforming them of our plans and sharing our
“resources with them. -

- We negotfated a kind of contract (verbal and philosophical)
‘with them, [t included our reassurance that we had no intention
of alienating children from the public schools. We intended, and
we believe lived up to it, to keep children out of any ideological
disputes we might have with the schools, Our major goal was to
thvide an alternative setting for children, who might then be
better able to define their learning needs and goals. We wanted
~to be of assistance to children in defining and meeting their
goals, and that certainly could include returning to school. As
.4t turned out, the majority of the children with whom we worked
placed a high value on returning to school, and many did just
- that. Several of our older children were already in junior high
~'scheol on a half-day basis, and we attempted to extend their
time in school or assist them in skills and social developuent,

g0 that they could best utilize their in-school time.

- In very clear terms, we commuricated our interest in provid-
+1ing an elternative for children, many of whom had no other learn-
~ing environment available at that time. We have no intention of
~doing an expose of the schools, and we told them so. For most of

the school year we received referrals from school officials, par-
.ticularly those youngsters suspended at Superintent Hearings,
which call for youngsters being suspended for a period of six
‘@onths, 1t is then nacessary to find another program, and we .
. were utilized in several cases as an alternative program. As our
-philosophy of open education became more obvious to certain
~school representatives, there developed the basis for a degree of

.suspicion and concern as to our activities and value, Several
~Y'spot" visits by two school representatives fuelled this concern
- and in an effort to have us all communicate more clearly, we

.called a meeting in late April., The following letter is an at-

.. tempt to summarize the content of the meeting and to represent
- both sides: '

Assistant Superintendent of Schools
Syracuse City School District

409 West Genesee Street

Syracuse, New York

Dear Sir:

During the past several months you have expressed some
concerns about our Shonnard Street School Program. Until
our recent meeting of April 28 we had not responded in
an organized fashion, but rather relied upon informal
and impromptu encounters with City School District
Representatives as our school day was in process.

On April 28, with twelve representatives of our program
present and the District represented by you, and two
others, we discussed our respective positions.

You began by stating three concerns. First, there are
no formal classes being conducted, at least during the
three tfmes you visited. Second, our training of teachers
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should include small group activities in which one
teacher functions with ten or moré children. Third,
and this was cited as the major issue: "Is what you're
doing good for children?"

"1t might be helpful 1f I could respond to each of these

concerns. My hope in writing this is to keep our
communication going and to build for our future collabo-
ration.

First, there are no formal classes being conducted in our
school program, In point of fact, there are and have

been formal classes ¢onducted for certain children and
aimed at specific content. As a rule we have found the
needs of these youngsters to be so enormous both for re-
lationships and skill building, that grouping has usually .
been of limited value.

The argument that they are going back to school programs
in which they are required to be in groups is not a very
compelling one.  Our expectation i{s that in tutorial situ-
ations in which eac¢h student received the individualized
instruction he ¢an tolerate, he will be better able to
respond to more Eormal classroom procedures.

In our school program, a schedule has been arranged Eor
each child based on his academic needs, social skills,
and the person or persons with whom he could work most:
effectively, To the best of our ability and depending
on the receptivity of each child a plan was developed

for each child. This plan involved academic and social
skills., For some children, we could approach skill
building in a straightforward manner, others are so
frightened by learning (and by not learning) that we
needed to use a more activity-based approach, Several
children wanted very badly to return to public school and
our teachers then worked directly with the school person-
nel finding out which materials and skills were needed to
expedite the child's return.

Second, our training of teachers should fnclude small
group activities ip which one teacher functions with ten.
or more children. We assume that in some way this concern
is related to the first stated concern. The majority of
our teacher trainees have come to us with extensive class-
room experience. The stated purpose of this teacher edu-
cation program is to develop innovative approaches, en-
vironments and roles for working with excluded childven.
For those trainees who needed small grcup experienct,
there were many cpportunities for them to do just that.

Third, is what we're doing good for children? To a large
extent, this i8 a value question. 1f we addressed our-
selves to the "facts," the answer would be an unqualified
yes. The majority of out children are in school on a part
or full time basis; feedback from the majority of parents,
school personnel and agency representatives with whom we
have worked is positive; and extensive interviewing of
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- indlvidudl children reéveals both positive attitudes toward
" our program 4nd teachers, as well as a good understanding -
_of their own feelings and behaviors, We have engaged in

. an_extensive évaluation proceéss in an attempt to both:-

.- document what we have done and improve upon cur efforts,

- Extensive case studies have been compiled for each child
~and a summary of that material will be furnished the
i'public schools. B

. On the other hand, if school district representatives do
“:not dccept our point of view,; then there {s a basis for
- digagreement, - We honestly believe we have lived up to
our initial agreement to present ourselves to children
‘88 a school program which would assist them in pursuing
their learning goals. We have done this to the best of
our ability, We have made literally hundreds of contacts
~with school personnel, parents and agency workers. - In ho
.instance have we attempted to dissuade a child from re-
. turning to school, And once he returns we continue to
~follow him up and offer assistance to his teacher and
others in the school.

In an effort to maintain communication we are enclosing
summaries of our contact with each of the children in our
Shonnard Street School Program. 1 hope these will be of
help to you,

ksincerely,

Peter Knoblock, Ph.D.
Professor of Special Education

= In September of the 2nd year in which we created our own set-
‘ting, we held a meeting again with the Assistant Superintendent
for Pupil Personnel and the School Psychiatrist, We talked about
vwhat we hoped to do and thay talked about their point of view
about programs like ours. Here are notes from a staff membe:'s
‘diary about the meeting and his recollection of the statements
-the two school officials made:

Meeting at Board of Education, Sept. 21,

The meeting was a disaster. The representatives »f
tie school made the following statements!
N'gehool 1s to work on kids, not to work with kids.,
Your program is a friendship program. Ego strength is
academic achievement. The closer Wwe stay to what the
schools do, the better.,..,You can go to camp or the
Boy's Club for interpersonal stuff--school is for learn-
-~ 1ing. These children are quickly coming to the close of
" their mandatory educational experience and must learn
soon. We have to sweat them out, They're all back in
school in 6 months anyway. Most children don't feel
good about school and that's how life is - Hard Work,
We know schools are 10 years behind the times and we
have to play the percentage - doing what we see working
already'"

h_eesence, they felt that our focus on the emotional and social

Q
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behavior of the children (which were the reasons they were out of -
school in the first place) was unnecessary and that our commitment
should be to purely academic skill training.. They denied that our:
~progran had had much fmpact ("they'd all be back in school anyway"
and they disagreed strongly with our opén approach and our effort
toward making learning enjoyable. They 8saw our population of -
ehildren 48 a group that needed authorities to force them to ac-
cede to the schools' norms of appropriate behavlor. :

Our- trainees, many of whom expected a warm or at least
cordial reception, were very upset., Several weeks later some: of-
them wrote:! :

"My anger has not subsided and 1'm glad!

They pushed me further outside the net."

npisbelief! At first U felt that they may have been
influenced-but my hopes for that are slim now. One of
my reactions (which some people have seen as unreallstlc)
s that they may have been taking a hard line at first
"with us-and may not care enough to put up further teslatanc
1f we went back to them, I can't belfeve that they are as
,strong as they canie across.' :

"My ‘reaction tu the meeting... {8 that they are threaten‘
by us and probably will continue to refuse to see afy merit
in our program. I therefore feel that we should establlsh
our achool exclusive of elther (of them.)" - ‘

"1 felt my learning began then, 1 questioned if (:hose men
 1ike life. 1 have done a lot of thinking about what mott-
vates. them and their inside- feellngs Wt

U1t was one of the most amazing and 1ncred£ble sesslons I;
ever gat through. To think those men have a good deal of
power over people-kids and adults. and they have actuallyx
errived at the point that they are, Someone in the group
sald ft-and I think 1t summarizes my feeling - that those
two men, efther through their own logic or as a way of
dealing with their own bureaucracy, have a real dehumarizing
attitude that 1 don't think they even see or feal woss

In effect, during this year we did not deal further Hith these
offticials, except that we did receive a couple of referrals to ou
program through their suggestion. We continued to maintain cont
with personnel in individual schools and agencles, and many of

these people responded to us and our chlldren. :

Phase V. Creation of Learning Envlronments '

This phase covers the major part of the tralnlng year where
trainees gain their direct experience with children and tie this
in with theory and analysis during seminars and reading. We en-
couraged trainees to develop an environment that might be a nodel
for how they would like to be in the future and also to try out
new behaviors and work on areas in which they see themselves as
weak.
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lp-school setting. Trainees evolved their chosen permanent
vole in conjunction with the other adults in the school and the -
Project Staff., -Often what the trainees did was a direct response

> 4 need in the particular classroom and the school,  We en-
couraged trainees to be respunsive to teacher needs and to es-
tablish a relationship with the teacher; the staff attempted to
monitor the negotiation process and help out when conflicts arose
ytween teachers and trainees. We found the trainees tended to
gravitate toward teachers with whom they felt personally comfort-
able} this was more possible in the larger school where there was

a wider range of persons to choose from. 1In ¢lassrooms where the
relationship was good, the trainees were often seeh as co-teachers,
without much difference in status, and they had an opportunity to
have a strong impact on the classroom.

- The kinds of problems in relation to trainees that supervis-
ing teachers mentioned were: (1) the trainee taking on too much

d not following throughj (2) unclear communication between
teacher and trainee; and (3) disagreements between trainee and
‘teacher over the handling of children. 1In our first year, only 1
of the 8 supervising teachers felt she had not learned from the
‘trainee, The other teachers”described having gained the following
from the trainees:
.appreciation of openness and honesty with children
. and ‘adults., ‘

sspecific skills with children. '
.1deas, uaterials and activities to use with children.
. =patience. o

~-value of empathy and moral support.

-greater ability to recognize own feelings.
.-greater understanding of what it means to be black,

and trust of black person.




©7 o0 The Impovtamcw vl relationship between the trainee and -
supervising teacher was indicated by findings from two different
instruments we utilized the first year. On Semantic Differential
ratings of 17 different concepts related to the training program,
the concept of Teacher Worked With rated 1st on the evaluative
dimension, 2nd of 17 on the activity dimension, and 3rd on the -
Potency dimension. In the correlations of thé scores on the
_Teacher-Pupil Relationship (TPR1}, there is a more positive cor= .
relation (.5416) between a trainee's rating of self and the
Supervising Teacher's rating of ‘the trainee than with self and
other trainees. That is, of the measured relationships with
adults, trainees were most congruent with their supervising =~ -
teacher, This probably indicates a higher degree of interaction,
feedback, and gelf-disclosure,. S

It would be difficult to convey here the wide range of ac-
tivities trainees engaged in in the 6 months of their permanent
role assignment, They did all a classroom teacher might do and -
-more, The chart below suggests the vatiety of tasks trainees
took on, ' 0

Trainee Role ‘ e
' 1 Assist full-time in 6th grade class designed as~

"open classroom"; took equal responsibility for
planning and implementation. Also did individu-
al counseling with two other boys in the school

who seemed to have emotional difftculties.. '

245 Crisis Teacher-intervened {n behavioral issues;
- substituted in classrooms; did regular l-to-t
counseling with specific children; relieved ==
teachers so teachers could deal with problems

with particular children.

3 Assisted mornings in 6th grade doing Math and
Spelling skills; worked with three children .
(grades 1 & 2) who needed individual tutoring; ..
and taught the Boys Chorus after school, T

4 Agsisted in grade 1-2 and took primary daily e
responsibility for 14 children (% the class), . .
6 Assisted in a mobile pre-school progrdm (in

parents' homes) connected with the school; and ol
worked with individual children in the learning - .
laboratory of the library (which she helped

create.)

7 Assisted in grades L & 2; worked as a co-<teacher = =
in content areas; ran small groups of the Bessell :
Human Development program; tutored and counselled = -
several primary children who were seen as need- :
ing both skill help and a relationship,

8 Served as a resource person to teachers on a ‘
planned basis; arranged a schedule to move into
varfous roome and provide relief for the teachar, .-
or aid in particular activities or with particu~
lar children. She saw this as allowing her to.
learn about a wide range of teaching styles and
chi ldren.
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the decond year that we were attached to a school, ttafnees
jally as diverse roles, However, since the school was
'y gome trainees chode to locate elsewhere for part of the
They worked as a group leader fn'a public junior high ad-
L class, dssisted in a special class for EMR children, co-
n an open classroom at the school of a residential set-
g for neglected boys, worked as counselors in a college prepa-
ation program for drop-oute, and two tralnees established 4
lagsroom for adolescents in the psychiatric unit of a hospital,
hase settings were sought out by the particular trainee with
lp from the staff., We counselled tratnees to choose a.classs
@ environment that would allow them to explore new knowledge
nd skills in the direction of meeting their learning needs, .

" Own_ setting. There vere many factors that affected the
léearning experiences created by the children and adults in our
.own getting., The most potent of these are discussed below,

7 physical setting. The space available and 1ts nature can
8ot & tone for the kinds of activities within it, - One year after
much gearching for "“free" space in the city, we located at a
mall Boys Club {n the Model Cities area (where a numbsr of the
hildren in our program {ived). This building was a concrete
tructure with two game rooms, a large gym, a shop and an office;
he facilities clearly "spoke" of recreation. We brought in - '
iliows and curriculum materials to try to change the tone of one
£ .the rooms to a more "school-1like" atmosphiere. . Since the bufld-
ing was utilized as a Boys Club each afternoon, after "school' we
‘had to pack away our "things" each day. By the end of March
several trainees had begun meeting with the childrea tn a setting
~outside the Boys Club . often an apartment - or utilizing trips
‘a8 & major activity, They felt that thi{s was more comfortable for
‘them, ° The second year we used a small house under an arrangement
with Syracuse University., Here there was less space for physical
activity and the rooms were furnished with desks and soft chairg.
While we continued to utilize trips out into the commnity, we
found group meetings and quiet activities easfer in this setting.

; Time., The first year in the Boy: Club we operated a morning
program, 9-12 weekdays, Many of the children and youth in the
program thei went to a public school in the afterncon. Since we
had them during what school personnel consider "prime time," we
elt pressure to push gome focus on academic skill that particu-
lar {ndividuals needed, The 2nd year tralnees were interested in
.an afternoon program, which met from L-4; with this time slot
there was less pressure for academics and more focus on recre-
tional and enrichment activities.

Needs of particular children. The needs of the children
varied enormously, and we as a teaching group (trainees and staff)
had to respond individually to each child. Most of the children
ware referred to us for some perceived behavioral reason; some
had academic deficiencies but these were seen as secondary to
‘other problems. The following descriptions are from trainee case
‘reports on the children specifying areas of difficulty:
expression of racislly’related black/white fears/hostilities
(on part of blacks and whites};
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_extreme responses to anxiety (attack or withdrawal,
~excessive joking)y
‘continual/persistent testing of adult limits; ﬁ
avoidance of school-like tasks and adult-structured’ activi
disorganized behavior with peers functioning as group manipu“
lators;
act out and respond with anger to "authority" figures,
seldom cooperate with adults.
submission to peer group pressure;
attempting to "con' others;
-refusal to initiate or participate in group activities;:
difficulty in making commitments, in following through on~
agreements or contracte; :
refusal to see or admit responsibility for own actiona;
runs away from home, difficulty in communicating with
parents;
poor hygiene;
does not demonstrate skill in reading or math;}
fantasizes excessively, especially related to sex, attempts«
to aét out some fantasies;’ B
focus primarily on self; lack of concern for others,
sees self as unakilled, unworthy ;
losing control in ‘anger; tantrums;
rea¢t to frustration by destruction of property,
steals;
insbility to talk about self;
18 very critical, cynical;
expects too much of self;
lying;
difficulty in ‘retaining information.

Of ten adu1t~1nitiated activities were designed to focus on
relationships with peers and adults, self-concept, sustained at-
tention, thoughtfulness about one's own behavior, awareness of i
congequencés of behavior, as well as attainment of academic skilis"
and content., Therefore, group games and group discussions wsre
seen as appropriate as math lessons. 1n addition, we tried to -
respond to the requests that school personnel made about the
needs of specific children,

Needs and resources of trainees. - Each trainee had differsnt -
gosls for themselves for the training year, and we tried:to deshnf!
activities so that experience was available in different areas, =
For example, some trainees who wanted to learn to teach math; :.ran
math tutoring sessions; other trainees who felt they needed ex-
perience in group discussions took responsibility for group meet-
ings. i

Likewise, we as adults shared our interests and resources
with the children. So various trainees taught art, music, karate;
science, outdoor skills, drama (role-playing), and model building.?
As well as being an end in themselves, these activities served as:
& way of establishing relationships between adults and children f’”
and among children, :

Goals of training group. Much of the group time during
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11 and after was spent ‘talking about-the kind of educational
ng We Vvalued. 1t vas these values (these phi losophies) that
large {mpact on the design of the program for ehildren, - In
atting, we had pre-selected trainees who were interested in
opén clasgrooms; in anothet program, trainees and staff

ght ‘decide upon gome other approach.  An example of a trdinee-

determined goal statement is the following proposal written for.
the Syracuse School officials in an effort to introduce ocurselves
d establish contacts toward getting children for our program,

A Progggal

Goals--1. to create another educational opportunity in
Syracuse for children who have been seen as
problems in school and who are now in school

_ on-a part-time basts or who have been excluded
full-time; }

2, to provide an accepting environment for children

: who have had difficulty {n adjusting to school,
and to meet these children's needs regarding

_ acquisition of skills and personal development;

3. to provide an avenue for reentry for these children
to full-time school} i

4. to identify teachers in public schools both willing
and able to deal with disturbing children;

5. to provide support for public school teachers who
have contact with these children;

6. to inform parents about our program and elicit
their support and participation in their children's
educationy i

7. to utilize existing community resources--both human
and material--in establishing and maintaining a
stimulating and therapeutic educational environment;

8. to provide a training environment for our group of
teachers committed to inner-city children and
schools, an environment which focuses on both
teacher skill acquisition and personal development.

11, Hho We Arc--A federally supported (U.S, Office of Education)
T Special Training Project to prepare teachers for inner-
city teaching., The project is a master's degree
program in Special Education at Syracuse University.
The program originally focused on training teachers of
"emotionally disturbed" children, but now we are di-
rected toward {nner-city children and particularly
those children who are unable to adjust to and/or have
been excluded from public schools. We have believed
that the best learning about oneself as a teacher is
through doing it, with feedback from others. The
program includes 11 graduate students and four staff
persons. Our group consists of people whose teaching

-experience ranges from beginning experience to ten
years. We offer varying skills and, resources, includ-
ing such things as the teaching of elementary reading
via the Bank Street Reading Program and DISTAR, the
Sciences (particularly chemistry, bf'ology, astronomy),
health and hygiene, Spanish, German, French, math
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'skills (ineluding knowledge of . the computer language

Logo}, soclal studies, English, drama, role<playing,

crafts--both indoor and outdoor, camping, physical
'?eduCation and music.

TILL, Hho We Will Be Horking with- We are concerned with chlldren
“ages 5-18 years, in the City of Syracuse,: who have had
difficulty adjusting to the public schools. This - -
would include children with a wide range of difficul;
‘ties--from very withdrawn to very aggressive behavio
- Thelr common situation is that: they are now in schoo
on only a part-time basis or have been excluded on y
full:time basis. .

v, The Program for Children--We plan to work daily 9- 12 :ti
» Monday through Friday) with children on an individual
and small group basis to involve them in a learning
experience that will be suitable to their needs, Th
adults will work in teams with children of varying. age
- groups. 1f possible, meals will be provided for the
children.. The piogram will te a diverse one--with
focus on both academic skills and personal: developms
" We want children to improve their skills in math and
reading; as well as skills in more appropriate inte
action in soclal situations with peers and adul
- would hope that through this experience the child
vould feel better about themselves, have a growing
us.derstanding of - themselves and their relations wit
othurs, and thelr parents would be more’ involved in
~ thelr children's learning. We can provide a wide
- variety of enrichment aetivities. based on:the int
and resources of our group, as.-well as those of tha’
children, parents and other members of the Syracuse
community. ,

All of the above factors had an impact on the kind of learn
“ing environment created. 1n an effort to describe more concretely
we are including here examples from weekly logs by three trainees.
1t is evident that while they worked together at times with a
group of children, they also spent time alone and in a tutorIAIV
way with one or more children and each pursued her own £ntete3ts
This flow of moving together then apart, working alone and ina
group, has been characteristic of the settings we have created.:
After the pages of logs we make some comments about trainee style
and the variety of activities demonstrated in each log. i

The trainee in Log 1. Is a very active woman who has a strong
comni ttment to academic skills, She pursued & math tutorial :
program with a number of individual children throughout the year, .
She also was willing to be tnvolved in conflict with children and
intervened often to help. These days were also typical of the
fntermingling of physical, emotional and cognitive experiences.
Many of the children and youth enjoyed athletics, and we saw = .
physical activity (here swimming and volleyball) a8 opportunity
for socializing, aiding self-esteem, and increasing comfort level
among children and with adults, as well as teaching & physical
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Have you had contact with:

1,

H
or No. Check 1f "yes,” Indleate P for Phons,
A4 Times Y for Viatt, Who, and Topie
School Personnsl v 1° Teacher, 5. School re: how to keep Wids in
‘ 1 school thet other adults want to get rid
of. Wrote letter to Asst. to School Pay.
chiat, rei T.8. o
Agency teopla ? 1 0.C, Probation Dept. re: referral of $.K,
arents | 4 1 Mre. B. ve: G's progress} initiated by her.
Signtficant conversation \ ¥ ¥.+ Did he think I ves too focused on my-
with Project people self and not on him in wy question re: his
silence 1n Tues. meeting? Glad 1 asked,
Resolved,
A 1 E.« Reg. supervision - Mutual Support Session.
v 1 M.+ re: How do ve feel adout program; gst
close to bonesty.

List Briefly what you did {n thess

t{me blocks with k{ds and/or edultd,

Thursday

Friday

Monday

Tuesday

Vedneadsy

Flasning meeting
vith atl adults,
tovered lots of

| procedural tioues,

9:10:30 - Marrick
Sch. Class. (2nd-
3rd) 3zd sesslon
Yocabulary Devel-
opwent Program;
very high inter-
est & patticl-
pation.

Bo seminar. Spent
1% bre. making
et of dooks to
order (M., X., L,,
too).

Drove pecple to
the polls all
M.

[Attended M,'s
iclass, Talked
twards re:
responstbility
tn & group.

i XK

L-3 at 214 Role-
play + J. full
participation -
G. began to open.

2-3 at Boy's Club
tow key time.
Transport & prob-
les. Basketball
and svizaing.

At 214 - 1-0:30 .
Played Yoc. gaas
with D., R,, F.,-
fun, good persp-
ective on their
sight vocab,
intervened w/D, &
R. te: flre &
also fight
(verbal)w/n,

Encounter grp.
at 214, Hard
work = aome
beginning of
response Among
group pembets,
Cless talked o
lot re: our
prograa.

At 214, Read to
D. Interviev
vith V. Helped
T & D with
f1ghe. LS1
Talked w/3.0.

i
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.in behavioral incidents with children and would really put her-

skill. Swimming occurred regularly once a week.

The computer i{s an example of our use of community resources} -
several trainees took a course in which they learned LOGO- a com-
putec language for children - and then utilized the University e
computer facilities to involve some of the youth in that activity.,: -
The meeting J. attended (with the program director and another %

. trainea) with the Syracuse school psychiatrist is one instance

like many others in which we tried to work cooperatively vith the
public schools. 1n Syracuse, there is one school psychiatrist =
who is technically responsible for the exclusion of children from :
the school system and we had many dealings with him with reference,'f
to the status of our children. .

Log I1. is written by a trainee whose main interest with
children was interpersonal interaction, toward a counselling role.- .
She tended to be less interested inm initiating academic content, = -
She used games and crafts activities as a setting for talking with
children. 1n fact, in her logs over six months, the phase that
appears most frequently is "talked with." She often got involved

self in the process as she and child worked out a solution. This
log is from the earlier stages of our group of children and
adults, :

- Log 111. is from the second year in which we created a school,
This trainee has been involved in the Syracuse community for many .
years and knows its resources. He has been & most active advocate
of children. He also is very committed to relationships with
children and adults and was frequently involved in talking out:
conflict situations. Over the years he has developed his own .
language arts curriculum around vocabulary role-playing and used
this often with the youth in our program. He spent one morning a
week in a class at a local elementary school where he taught using '«
this approach; he would take some of our teenagers and other

trainees with him to help out and learn at the same time.

While these three logs show varied kinds of events at the
school, they don't really indicate the wide range of things that
trainees and children did. Among these were extensive field
trips, cooking, physical training, (like Karate}, language ex-
perience activities, library visits, films, crafts, and music.

Phase VI - Advocacy

This phase continues$’ throughout the program after we make
contact with children. This has meant reaching outside the
school setting to effect change in the life of a child. Our
trainees have actively sought out resources in the schools and
community agencles, people with whom the children could interact
and who could assist in school placements, finding jobs, voca-
tional training, recreational programs, and so on. They have
maintained relationships with parents as well. Most of our
children were found plecements in schools following our program.
In terms of training this has meant aiding trainees in responding

44



adults as well as children and also learning how to seek out
the resources of a community, '

> following 18 a page from a weekly log of one trainee: It
cates the range of contacts one person might have with adults
relationship to the program for children and his or her own
eatning. In one week this trainee had contact with parents, the
gsistant syperintendent of schools, two social workers, a home-
ound .teacher, the director of a family center, university facul-
y member, project staff and other trainees. From January to
une of one year we tallied contacts the nine trainees'had noted

‘in their logs and these amdunted to: ‘ ‘

1742135 cdontacts with 20 parents

200 " ' 60 gchool people
7100 " " 50 persons in city, county and private
‘ agencies,

‘This is an impressive record of time and effort on behalf of
hildren and it had pay off in terms of school placements as well
s other areas of their lives. 1In 1971.1972, 15 of the 19
hildrén with whom we worked returned to school the following
eptember. Of the others, two were sent to a state training
school ‘because of trouble with the law, one has a job, and one

‘- refused to attend school. Job or camp programs were found for
most of the youngsters for the summer.

. Some of the children and youth have continued to have diffi-
ulty in school, and we have followed them up, 1In two cases

- whete the school system seemed to be reneging on agreements to

. provide services for formerly excluded pupils, we arranged con-
‘tact between the parents and a legal advocacy organization; suits
- were threatened and the school system under that pressure pro-
vided the rightful services. Unfortunately a legal approach still
‘cannot effect the guality of those services; it can only deter-
~mine tha right to them,

T Pavents are one of the most powerless consumer groups in the
_education field, particularly poor parents. We made a point of
;. extensive contact with parents in an effort to give them a
‘balanced picture of their child-strengths as well as needs. So
_many parents have questiong, fears, concerns about their children
“and schools, and have seldom been encouraged to participate in
sz joint problem-solving about their child's education. We tried to
“do this, As one would expect, some families were receptive, and
“otheérs for varied reasons were less approachable. 1n addition to
‘visits and phone contacts during the year, each family received a
letter at the end of the year about the child's participation in
. our program. An example of such a letter is included here:

: June 12, 1972

--Dear Mrs., P.: .

1 am writing you this letter at this particular time, because 1
feel that you should be given a complete report on your son, D's
educational situation and status. As you know, this school year
16 comiag to an end, and it i8 part of our program's family com-
mitment to keep all parents informed as to the progress of their
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Kane

Dates Covered

WEEKLY LOG--WORK WITH CHILDREN L

1. Please check YES or NO and, i€ YES, then describe briefly.

YES | NO| ¢ Tiees ACTIVITY WITH WioM TOPIC AND OUTCOME
.]x 2 times | vieit parent(s) Mrs, ¥, Bus to Shonnard St,-
Mre, L, L " "

Re: C, their moving her hose
her gotng back to studfea,

2.]x 3 Visit school per- |Dr. B.-Asat.Supt.|Acadeste conttacts - ve have to &
‘ soniel. ot Schools, get started on individual cnéa.
X ¥V.B. « School C. - how he's doing, more Ms
Soctal Worker tory; exchange ideas. L

X . P.M. Teacher at Xing - re: child,

3. Phone conversation [D.C. . :
with parents, . s

b, 1X 3 Phone conversatfon |J., €. C.'s time & coordinating workj

with personnel, Dre Ki's office getting Miss Ci'¢ number :
(Ce" 4 homebound teacher) ra:
ber seeing C. at Boy's Club -
they wouldn't give me her nim:
ber {got ft through Br, B.)
X P.M. re! two kids; gotns to dee’

an,

theie teachers them, - o
X J.B. re! kid from McKinley-Biighton -
. [x 1 Contact non-school |5,A, See about student who might be .
person/agency re: interested in doing 1-to-1 -
child, work with kid et King. ‘
8. Ix 2 Contact nan-school [S.A, and Re: wovie for seminar,

person/agency re: | Filw Library
other Project

business.
7. 0% 2 Extended talking B, The progras.
w/Project Staff E, The prograa.
8. [x Several | Extended talking v, Project, pressures of kids .
w/Project Students S., X., D,
J. & B, Re: Math stuff; work on Biggs
bk. for resources, €.
A, Taking in more kids.
B. & S.
.
9. Other

FRIC
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his marks the end of the second year that D, has been affiliated
{th our program, and though he will soon be returning to school,
e énjoyed all of the interaction we've had with him. 1 only hope
t you haw. found D.'s changed manner as refreshing and reward-
{ng as I have.

The types of things that D. has participated in this year are in-
1uded in the following list: Mathematics, Science, Reading, Kar-
ate, Role-Playing, Vocabulary Building, Rap Sessions, Games,
Physical Education, home visits, school visits, program meetings
nd scouting the community. To explain what is meant by scouting
he community, we used many of the community resources to help D.
eatn how to survive in this highly competitive and technical
world, We are both aware of D.'s past and the state he was in
wheén 1 first came to you in November. 1 hope it {s not too pre-

;- mature to say that D, has matured a lot these past six months. He
©now has a pretty good idea Qf who he is, where he is going and
~¥hat he would like to be. D, has grown into a fairly stable young
man, who has perfected devices which will enable him to check him-
‘self out when a crisis situation arises. He is no longer the
;dangerous, unpredictable and bizarre person as say the reports at
the Board of Education. D. is a very sensitive, likeable and
caring human being. As a matter of fact, I am so convinced of
:this that even though I won't be in the program I will continue
-to work with D. on a part-time basis. -
‘Presently we are {n the process of trying to find D. some summer  ~
. employment. His preference is to work for the Neighborhood Youth
© Corps, because he wants to work the entire summer, but if this
‘doesn't materialize he has a chance to work for one month at a
fcamp. 1f you could help me to convince D, to improve his swimming
gskills, he will never have to worry about a summer job again.

- Finally, 1 would like to say L am really glad D. is going to be
i-given the opportunity to return to school next fall. The people
~at H, W, Smith were more than cooperative in trying to help D.,

. and are looking forward to working with him.

~1f you have any questions about D., please feel free to call at
:.any time. I will gladly give you any help 1 can.

{ $1ncerely youts,
- V.R,

! The advocacy role is a very complex one and each person has
. to respond to his own style as well as the needs of the child or
. family with whom he or she is working. Comments of trainees about
. this role are excerpted below:

I have been mainly concerned with school personnel in r.-
gards to the "advocacy"role. The weight of any of our
recommendations, 1 feel, will depend as much on & solid
working relationship with teachers and counselors, and a
mutual confidence, as on the particular program or strategy
we devise. I think the advocacy role can really suffer
from too much breadth; being all things for some kids
spreads the resources I have too thin.

1 guess the most difficult thing to undarstand and ac:ept
has been the incredible hierarchy that has to be brok:n
before even beginrning to accomplish anything. The next
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most difficult thing to comprehend has been the evident

lack of concern for these kids and what happens to them,

For the most part, the consensus has been "just get them

out of our hair," There has been a startling realization: .=
on my part that there aré¢ féw places for childrén who have -
been labeléd deviant and children who refuse to conform...
have literally no place to turn to.

I find the."advocacy" role very rewarding. 1t involves an:
unbelievable amount of time on the phone and in the car,
and the progréeéss made seams nowhere near as monumental’ as :
_the energy axpended, but every little step is very signiff- .
cant, As a teacher I never made time to help my atudents
socially or emotionally, just academically. This year 1.

have that opportunity. U can help very few people, but I..°
can help them in all ways possible. The advocacy role is

not simple or easy to define, but it is probably the only"-
way to really help someone, really change the course of
someone's life,

Phase VII - End of the Year Evaluation

We try to spend some time togather as a group of adults aEter
our program ends with children. During this time we £111 out
evaluation instruments as individuals, and trainees are asked to
assess to what extent they have met their learning contracts., He
have met as a group to discuss the year (sometimes teping 1t) -
how 1t was and how the program might be changed; in two of- the -
years we used a retreat/encounter weekend format to do thise 1n«
dividuals may ask for and receive feedback. We also utilize thi
time for clean up (literally) and finishing up case reports and
other materials on children, We solicit feedback from community
and school personnel who have had contact with our progcam, in an. -
effort to better understand what our impact has been. :

In addition to the day-to-day activities, trainees initiated
and participated in many events to aid children and present out -
point of view. These included the preparation and presentation
of a 2 day workshop at CCBD attended by several hundred people, = -
as well as local programs on advocacy and parent meetings on legal:
rights of children. Trainees also have produced materials that
have been used by others {e.g., self-instructional modules,
papers, slide show, video tapes, photo essay, and a brochure on
our program),

Summary §
In this chapter we have described the phases of the training
year in various settings - within an established school and in our:
own school, We have tried to convey the particulars within the
general model by using the logs and words of our trainees and
staff. We hope the problems as well as the pluses of a training
program such as ours are evident from this kind of report.
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Content Of the Training Program
A major goal of our trainlng program has been to integrate'
ory and practice. This focus grew out of experiences with many
chers who felt in hindsight that their undergraduate University
ining had little relevance to thaéir teaching. We hoped that by
g eéxtended field vxperience as the central training component,
1nterweaving “content® into this experience, we might make the

: raining time more appropriate to the jobs our graduates would
:take. o

~The "c0ntent" changed then depending on- the members of the
group and the classroom-based concerns that trainees had. When a
‘need for particular content was noted (by trainee or staff person
‘or school personnel), then a variety of means were available for
dealing with the need. These included independent readings
(staff-suggested or trainee determined), self-instructional
‘nodules, (previously written by staff), seminars, university
:COurses . observations and visits to other settings and outside
ésources, speakers, and workshops. Some 'content" then was
idiosyncratic and reflected very particular ueeds of one indi-

Typically, the year began with staff members taking more in-
‘iciative in the group content sessions. We began early by talking
‘about the philosophy of the program and our hopes for its partici-
patotry nature, We expressed some interests that we had as staff
hat we would like to share with the group {e.g., history of the
program,; philosophical issues, the contract we had with the school
‘personnel, etc.), and also set up an exercise by which trainees
would think about and share their learning needs and resources.

By looking at the individuals in the group and their perceived
."needs,y we as a group could decide which areas we would like to
““'cover.as a group first, who could help with these and when we
_'would do it, Often at the beginning, staff members would work
~-with one or two trainees in planning a seminar presentation on a
particular topic; later trainees planned most sessions on their
““own. We felt that the planning and preparation for a seminar was
;- as valuable ag the seminar itself; not only did the pleaners have
- an opportunity to seek out and organize information, but they also
‘~had practice at designing presentations that would be involving
and effective (to translate to their work with children).

*,The projram had been designed so that, within a 30 hour M.A.,
‘trainees received the majority of the course credit (21 hrs.) for
the work they were doing within the program (i.e., time with
‘children, group seminars, planning time, individual readings and
supervision), For this we utilized student teaching credits, the
‘2 introductory courses in Emotional Disturbance and Independent
‘Study and Field Experience credits. In addition, trainees were
required to take 9 hrs. outside their major field of study. These
courses were chogen by trainee interest and relevance to program.

49



 We periodically took a meeting to plan the next six weeks or
80, using the format of taking suggestions for areas of interest,
gathering data about persons interested, getting volunteers for .
planners and deciding on a date for the presentation. Individualsg
- also volunteered to share a topic that they had knowledge and

- ‘concern about, and the group usually welcomed this, even if the
topic had not sprung from a group need. The sharing of one's re- -
sources became a valued behavior and increased a member's feeling

part of the group. ‘ : : e

.We utilized several different formats for time together as a
group. When we worked in a school setting trainees worked five
days a week with children, except Tuesday and Thursday afternoons
from 1-5 during which we met together. Usually 1.4 was “"content!
while the last hour served as a "process" time to talk about the
program and how the group was functioning.—We also designed some .
‘special workshops (e.g., microteaching) that met during the schoo
day} in these cases we arranged ahead of time with teachers and -
other school personnel for this released time, We also tried to
include regular teachers in these special workshops when we could

"In our own setting, we spent half.day with children, and ==
utilized three other time blocks to meet as a group - one for
theory, one as an encounter group, and one to plan for and talk
about the children and the school program. These time blocks took
very different forms depending upon the individuals and their =
styles, Since in our own setting we as adults were responsible '
for the entire planning of the environment and needed to work tox
gether, the time spent on planning, feedback and our own relation

~ships became very important, These processes also served as a di
rect model of a way to design an open participatory environment:
with children. . Cos

Group Content

The content areas that we covered as a group were developed - -
through staff and trainee suggestion, There were in a broad sens
two kinds of sessions: (a) discussions evolving out of an exper{
ence gome’{or all) of us were having (e.g. an observation in &
school, an incident with a child, iulationships among ourselves,
plans for a group of children, conflict with school staff); and
(b) planned presentations on a particular topic, which might take
the form of a lecture, group or individual activities, audio- i
visual materials, requests for readings ahead of time, etc, In
both these approaches we tried to interweave process and content,
a trainee's applied work and theory. So in discussing experiences,
we brought in relevant theory; an early behavioral episode wits
nessed in a classroom observation precipitated a discussion of
possible interventions and led to a long series of seminars on ego
- psychology, behaviorism and concomitant classroom practices (Redl, .
Hewett, etc.). In turn, theoretical sessions (e.g.,, Illich, .=
Piaget, Group Process, Children's Rights) were seen as incomplete -
unless some tie-in could be made to the children with whom we were
working or other classroom situations that trainees had experienced,

Staff members also brought to the training program varying
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xpéttise and biases about what content was important: We decided
ndividually about topics we would like to initiate and also de-
ided as a staff group about areas we felt needed to be covered

£f they had not arisen out of student expressed concerns) and
when it would be appropriate to do so. Some sense of staff-initi-
ated content can be gained from the list of assigned texts (see ‘
appendik) which were ordered by staff members but were utilized
differently depending upon the group and the individual trailnees,
The following are examples of sessions presented by staff members:
‘our Project training model, the psychoeducational approach, ob-
_gorving and discriminating behaviors of teachers and children, a
eries on group process and sociomatry, microteaching workshop,
pén education, values clarification, diagnosis, styles of therapy
and teaching, films (e.g., Warrandale, Titticut Follies, The Quiet
One), Children's rights, role playing, linguistic approach to
‘teaching reading, Life Space Interviewing, ,

.- Trainees also initiated many of the topics covered during
8roup meetings, Sometimes they asked staff ot outside resource
persons to present the material; often trainees presented the
seminars themselves. Topics trainees organized included the
following: what 1s art; inequality in education; activity-based
approaches in science; theories of Piaget, Bruner and Montessori }
i adolescents and group homes; change agents in schools; men's and
. women's roles; social forces in the city; drugs; therapeutic

. milieux and residential treatment; deviance; black language

. patterns; pressures in inner-city schools} clinical role of the

- teacher. One year we made oxtensive use of consultants and visit-
ing speakers; these included National Training Lab personnel,
~David Young on Microteaching. Fritz Redl, Seymour Sarason, Ray-
--mond Elliot on Urban Youth, William Kvaraceus and Helen Kenney,
-John Wilson, Clark Moustakas, and Arthur Seagull,

. ° Much group time was spent in planning for our groups of
- adults and of children and in discussing and giving feedback on
- experiences after they happen.

Indgvidual Content

; 1n addition to group time, there are a variety of opportuni-
..tees for trainees to pursue idiosyncratic content. Independent

~ reading and research programs were always possible, with project
8taff open for discussion and supervision. Separate field ex-
periences could be arranged as well, For example, one trainee
spent a semester in a special class while another arranged an
internship with administrators of an Afro-American curriculum in
an inner city school; both these people felt these particular
ettings had characteristics that met their needs.

Trainees also utilized the "outside' courses as a way to
meat specific content needs. Trainees chose courses such as
Group Guidance and Counseling, Black and White Society, the
Special Child and the Law, Remedial Reading Instruction, and
chivit{ Approaches to the Teaching of Mathematics. Some train-
ees took an Independent Study with another faculty (e.g., Creative
Movement; Change in Schools),
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The contract format was used as a means of helping individ' o
als organize their content. The contract servid as & way for
supervisors to talk with trainees, too. ; Y

A Process for the Content

We have described here the variety of ways in which content . .
is approached in the program. The central figure in this training
program is the individual trainee and his or her own direction: =
We feel that our fluid format allows a great deal of room for the
personal style and interest of each trainee as well as responding
to staff needs for input. This design is based on philosophical
beliefs about learning: that it occurs rapidly when it springs
from & need within the individual, when it {s derived from an
active rather than passive experience, and when its means is ap-
propriate to the style of each person: (These beliefs are expli-
cated more fully in the orientation section of this volume.)

This approach - self-initiated learning - is difficult for
students who are unable to decide their own direction} and as &
staff we have found it hard to radiate a very structured ‘environ.
ment evéen when we can assess that this is the need level of 4 par
ticular trainee. - Most people coming into programs of this sort
initially find it an adjustment; they feel at a loss, overwhelmed
by the possible directions in which to go and by the responsi .:
bility placed on their shoulders. They may also not believe th
staff really means what they say and spend time testing the limit
to which staff will allow trainees to be inactive, or to be non«:
conforming to the direction of most of the group. Trainee com- *
ments quoted below indicate their perceptions of some of the =
problems and rewards of such an approach, One problem is that -
needs change and so does awareness of them. A trainee's comment .
in June reflecis this. CiERe

L tend to think that in some ways I really didn't use the
freedom to find something that best suited my needs: But
1 think part of my saying that now is because my needs are
clearer to me for having experienced some of the things 1.
did, and for knowing now that 1 think I might have gotten:
fore content training, if I had really structured something:
regular--either with staff or with a course, or with gome"
teacher (or teachers) in the System, Anyway, this reflects
a change, because 1 was consciously choosing to “plunge into
the Boy's Club activities, hoping that 1 would also get -some
skill experience at the Boys' Club. And 1 was less {nclined
to look to' a regular time for observation or a regular ttme :
for course work as a way to learn a skill.

This trainee describes fnitially not trusting the staff and "?
being concerned about what limits there were on his determining
his own activity.

I was given an opportunity to clearly spell out my 1ndiv1dud1,
learning needs. Further, 1 had the additional advantage of
defining how these needs should L& met.

The difficulty came in accepting ti» reality of such a free
environment. I felt that I made the adjustment in terms of

T 52



¢ f~diract£on. 1 ieel my reaction has been pos1t1Ve, .»
‘and 1 have been able to increase in my capacity to inter-
pret ‘and ‘apply tenets of ‘self.determination,

At first. 1 anticipated a stronger staff responSe, although

"1 had heard the verbal philosophy. To some extent, I held

_ back waiting for the "come down". 1In a response to this

~ freedom, I was able to decide that the Boys' Club experi-

;. ence would be less beneficial for me than an alternate
pl&n to spend time at Jones School.

1 am basically a free person and prefer an open setting.

" 'Structure, however, does not bother me. On occasion 1

. welcome it when it comes from someone who can assist me in
: findihg selt-direction.

‘vThis trainee talks about self-direction and the impact a
‘group focus has on the individual: She also describes the con-
flict of a person with a high activity drive level.

But it has been hard for me to work within the group and
it has been hard for me to be reasonable about my expec-
tations of myself, Making an individual decision and

-making a group decision are two very different things,
and I really had a hard time with the added uncertainty
of group decision-making. One of my discoveries this
‘year is that I do tend to decide, act, or talk rather
quickly and without a lot of delay., 1 just plunge right
in! Others are not so eager to act without thought,

" Therefore, 1 often found myself waiting or holding back,
so that decisions would be the whole group's----not just
mine. This walting or holding back was hard for me.

Not being able to do everything was also hard for me. 1
guess 1 have always been one to drive myself, but 1 never
realized it so much before this year. 1 wanted to work
with each kid, talk with each adult, go to each seminar,
etc., but couldn't, of course. It was hard to say no to

a parent or probation officer who wanted me to take on
another child; and it was hard to admit that 1 was focusing
more on kids than adults; and it was hard to take a day off
and git home and do housework. rather than go to the Boy's
Club--but sometimes 1 really needed to, because 1 wasn't
. feeling well or was depressed. 1 came into this year know-
ing that it would be a rare opportunity and it was hard to
waste some of it, £

: This trainee articulately expresses how complicated a self-
directed program can be for someone who takes it seriously. Her
atements are from October and June of the training year.

>00TOBER The freedom of this project to me means an acceptance
.~ of each person--student or staff--for what he is, where he
~ 18 and where he wishes to go. There seems to be an im-
“plicit trust in each of us that we know what is best for
ourselves--and that there are people around to help us
figure it out, to give us a lot of feedback on our thinking,
acting, relating, behaving, etc,; that this kind of feedback

Q
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ts given and asked for freely--there are no strings ate 8¢
tached (e.g., grades), nor pressures to do or be a4 certain. .
way-.that with this kind of freedom we will come to trust
ourselves more and be more ourselves and that this is
learning and growing,

JUNE-1've been struggling a great deal with this whole question L

myself the last few weeks, and 1'm ndt sure that 1 have it i
clear {n my mind yet, There certainly is something here &
that has not been {n any other educational setting 1've
been in, Whether {t's really freedom that for the first
time tn my life the philosophy of a staff and program
really matched my own philosophy, as well as needs and
wants, 1 guess though there is a real kind of freedom:
from being in this kind of environment, Maybe it's this
that 1've experienced, I think one of m problems about
accepting this as freedom is that 1've done so little on
my own this year. 1 keep feeling that {f I were really
free, 1 should have been more independent, move self: .
‘divecting} instead 1 never missed a group meeting; 1 aés-
cepted and acted on a great many of the suggestions made to
me; I took all the elements of the program very seriously:
and praised them highly to everyone 1 knéw, This behavior
seems so much more pascive in a way than my behavior {n- . -
other situations where 1 certainly did not feel free nor
1 could be self-directed. Perhaps it's that 1 had gotten ’
accustomed to using my energy and talents to go agalnst some-
thing rather than using them for something. ;

This certainly hasn't been an easy year for me, but at no
point would 1 have chosen to be some place else. 1 never
really had a question about whether this was the right pro.
gram for me--1 just really felt good about {t., This is a4
very unusual sfituation for me. :

1 don't know {f the difficulty I experienced came Actually
from the freedom of the program so much as from the question
the program in general raised for me about myself, I think
because 1 was asking a lot of questions and feeling very. te
flective much of the time, 1 found {t difficult to direct my:
self to productive external uses of freedom--such as creating
something of my own, doing a lot of studying or assimilating
ideas and producing something new. I think 1 felt more sgel
directive and creative and productive last year when'S, and
I set up our own classroom, When I came, 1 really thought

that 1 would again have a chance to create & learning en-.

vironment that 1 1liked, both for myself and for some kids,
L had in mind some {deas for both, none of which I really acs
complished, I dldn't have in mind to get so much {nto myself_

I definitely prefer a kind of structured situation to a coms~
pletely non-structured one. I like a structure which f{n--
c¢ludes a wide variety of possibilities and choices, a great
dcal of flexibility, a humanistic approach to people and ¢on«: -
tent and most of all, one where a lot of communication among
the people involved can happen, 1 feel that it takes a great '
deal of organization to create this kind of environment that
1 feel comfortable in, ,
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Thisyis my gecond try at answering these questions. Freedoms 1've'
expressed this year: ‘ '

« To express what and how 1 feel to others,

« To do what felt good to me and change what didn't feel
good (e.g., work with kids someplace other than the
Boys' Club),

- To pursue things 1 was interested inj required stuff
that 1 wasn't really that interested in doing took up
minimunm time.

- To really enjoy befng with other people.

« To choose many different ways of learning--other than

.- reading.

- To integrate my day so that work and play, kids and
édults, learning and non-learning, becam¢ closer together.

- To go pretty deeply into myself,

At times, chiefly at the very beginning of the year, 1 felt
gomewhat lost with free time. 1 tended to feel lonely then;
didn't have a car nor feel resourceful enough to figure out
how to get around Syracuse in othes ways. For most of the
rest of the year 1 didn't feel I had enough free time to do
all the things 1 wanted to do, :

All throughout the year I think 1've teaded to wait for the
Ygroup" to initiate or decide or organize something, rather
than me going ahead and doin~ it, TIv's just Yecently llve
_realized that freedom and se i direction in a group do not
work that way,

Summary

In this chapter we have tried to convey the way in which the
~cognitive content in this program it developed. As is evident,

it fs very dcpendent upon the particular group of individuals in-
volved, both staff and students,

Seminar
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Community lnvolvement and Support Systems

In the first year of this project we committed ourselves to
functioning for that school year within one elementary school.
As the year progressed it became clear to us that we were part of
the total community, which included not only the schodl in which
we were located, but the parents and neighborhood in which we were
located. And although we tended to think of ourselves as an enti-
ty or group, we were in fact only one part of a much larger com-
munity.

Our participant observer for that year, wrote:

To simplify the explanation of the soclal situation present

in the school it is useful to use the concept of "total in-
stitution"(sic), the involvement of the various reference -
groups suggests that the school provides a modified version '
of an institution where the points of view of all the groups
become important in determining the definition. Thus the o
data collected, although heavily weighted from the perspective
of the project, necessarily includes a shift of focus from o
group to group to include an understanding of the setting,
rules, and problems of the "total institution".{sic). This
perspective, in terms of this report, has become paramount - -
not only in terms of the project, but the entire school, as
the project became an intrusion of extra people in the school‘
and thus provided a focus for the problems of the total in-
stitution. Thus, methodologically, the full effectiveness

of the project can only be understood considering the per- .
spective of all the groups involved with the school, and so
directly or indirectly with the project.

She goes on to describe the nature of the neighborhood and
parent group(s).

1he school 18 located in a neighborhood that has been de-
scribed by the residents, the city officials and those con-
nected with the school as that of a '"changing neighborhood".
To the older residents this means that the white middle clagg;
is moving out and middle and low-income blacks are moving
into the neighborhood. Thare is alsv & puicentage of low-
income whites and some remaining middle-class whites. The
neighborhood is characterized by one and two-family living .~
units with a noticeable lack of large apartment buildings and
public housing projects. The shift in population in the
neighborhood is not untypical of urban areas, and therefore
the school is faced with the problems typical of the new
urbani sm.

The school's racial breakdown is sixty-forty, black-white.
The majority of the middle-class white children who attend
the school are "bussed in" from nearby white neighborhoods

as part of the Board of Education's plan to meet the state
requirements concerning racial balance. Being "bussed in" in
this case, however, is not an adequate representation, as the
school's boundary line is clost enough for many of the
children to walk to school. The school 18 also close to the
university which means there are many parents who are:
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: connecfed with the university or professional organizations,
~The school 1s labeled "inner-city", ''urban', "neighborhood",

~ and "community" by most of the groups concerned with the

school. These definitions do not mean the same to all con-
cerned, To many this means students in the school come from
the surrounding neighborhood; to some this means there is
active participation by the community in school affairs; to

. others this means the school is an integral part of the com-
- munity; for others the words inner-city, neighborhood and

community are simply euphemisms meaning black or poor or both,

. Although the school is lateled “inner-city", many of the con-

notations of this label are missing. The building is rela-
tively new, well-equipped and staffed with a number of extra
personnel. The school is, however, located in what city of-
ficials have deemed a target area and has experienced many
of the diffifculties that the labels would suggest,

The school has an active, vocal parents assocfation which
presently has been given a grant-in-aid by the state to pro-
vide additional programs and services, The parents group,
according to its regulations, has representatives from all
the neighborhoods with children attending the school, How-
ever, the leadership, both formal and informal, is weighted
on the side of the middle-class, professional parents, both
black and white. There is a disproportionate number of
~ parents active in the organization whose children are part of
the “bussed-in group". These parents express faith and
enthusiasm for the potential of the school. They describe
the school as "innovative", ''progressive", and “'going places',
Despite this feeling they actively criticize and complain
about policies of the school. There seems to be phi losophi -
cal or perhaps ideclogical divisions in the parents group.
These divisions are apparent in terms of race, professional
vs. non-professional policy, community control and kinds of
involvement with the school. Many black parents are concern-
ed more basically with the reading and writing issues, where-
as the white parents express concerns about types of edu-
cation, integration, communication and the quality of {ssues.
These divisions have become apparent in reactions to specific
incidents,

The school staff and community have spent the year divided
and confused. The division and confusion have characterized
the school day and the on-going process of the school's
functioning., Several incidents have arisen which have served
to deepen the divisions and widen the confusion. 1t is in
this milfeu that the special education group entered and
functioned in the school.

Our interactions as a separate group and as part of the

larger community were analyzed from a variety of aspects including
.comnunication, the racial situation, group processes, involvement
with community, change and personal behavior and attitudes. For
our purposes here only the analysis of our communication and {ts
‘impact on others in the community is reprinted as follows:

Communication has been one of the most popular topics of
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dtscussion in the project and in the entire school. The
inttial fatluve on the part of the project to fully explain .-
1ts goals and function in the school to both the school staff:
and community led to the on-going problem of identity and

tole of the personnel. This lack of communication etemmed..
perhaps from the initial feilure of the project to bargain:
effectively with the school., Although arrangements were . :
made with the principal, the staff and parents were unaware.
of the project's purpose. The communication problem, however,
came not from an unwillingness to communicate, but a lack of-
direct, explicit explanation., The importance of this ertor
came to ba the burden of the project members throughout the
year, and unfortunately the confusion, division and suspicio
present in the school was used as a rationale for an attac
on the work and personalities of the project. This was in
tensified by the ever present role communication played for
the project and the school. :The students in the project held
direct communication as premfum and within the group attemp
ed to deal with the problem. The school staff and the =
parents, however, not provided with either the atmospheré or
mechanics of direct communication continued to e¢ite lack of:
communication from and with the project as a problem. Rusmor
and misinformation about the project and the people civcus
lated among the staff and community. -Some of those concerred
belisved them (the students) to be experts; others believed
them to be unskilled, unprofessional intruders in the schoo
The confusion and misinformation was cleared up £or some: nf
the staff who worked directly with the members of the. projict,
This, however, became an individual process and did not pt
vadé the entire school, -The people in the project who es-
tablished working relationships with parents-also were abl
on an individual level, to clear up some of the confusion..-
The communication gap expressed throughout the year, althoup
real to some, became for others a way of not dealing directly
with substantive issues. Communication became a problem not.
only in connection with the project, but alsoc for other ~

issues in the school the reason for many of the problems,

In our second year, in a different school, we attempted to’
remedy the entry problems mentioned above by.engaging in a long.
negotiation process with not only the principal but his staff ar
representatives of the parent group, Based on our first yeatr we
were more than cognizant of how complex ft is to plug into such
large social system as an elementary school and ite community. -
The second year we became involved in’a much smaller gchool with
only five teachers and a parent group who viewed the school 'in a
much more positive light, , :

1n one major way, however, our problem remained one of supe
fmposing or flooding a school with resources that for a variety
of reasons were not suitable to those schools, In different ways,
each of thesé two schools were engaged fn a battle for survival,
Individual teachers and administrators had more than enough to do
to last on a dailly basis and were not in a position to respond to
the training needs of prospective teachers not absorb the irpact-
of a new group grafted into an already shakey school soclal system




In terms of the preparation of teachers "in the community"
our experiences have dealt an almost mortal blow to our initial
"cOnception of immersion, At the end of our second year we wrote:

Our original intent was to conduct our training of teachers
in an on-going school program. We were, and still are,

- perplexed over the great distance between theory and practice.
The gap between what was being taught in university class-
rooms and what prospective teachers were experiencing in
the public schools seemed to be enlarging, As a result our
plan has been to literally transplant the preparation of
teachers from the university to a public school. During our
first two years we have attempted to enter as fully as pos-
sible the life of the public school. 1n all candor, we have
not been able to realize our goal nor is there evidence that
the public school personnel was satisfied. The issues are
complex and so even this previous statement needs to be
qualified.

- During our first year in a public school, feedback from the
school staff indicated that those teachers with whom our
trainees worked most directly felt more positively about

- both the trainees and this special project. The school was
larger than our second one and undoubtedly the opportunity
to seek out teachers whose beliefs matched ours was greater
than in our second school. During the second year we actually
comprised more personnel than existed in the school.

The issues are too complicated to point a finger and blame
one group or the other. The problem was precisely that we
did remain separate groups and our goal of entering as fully
as possible into the life of the public schools in which we
were located was not really approximated in either school.

One conclusion we have reached is that our training group and
philosophy basically adhered to a set of values which ran
counter to the predominant beliefs of our cooperating schools.
In actual fact, this year we were again not able to put into
practice our point of view either about the personal growth
of adults or the kinds of relationships we hoped to establish
with children.

The enormity of the problem of developing a newer approach to
teacher preparation and at the same time responding to a
school environment holding basically a different set of
beliefs about children, classroom organization, and child
behavior proved insurmountable to us. In this respzct the
public school and our group shaved a similar concern. They
vere attempting to conduct their school in ways in which

they believed and at the same time they had to respond to
another group.

Based on our experiences in the public schools during our

first two years we have been led to the conclusion that in

order to develop and test out our particular point of view
. it would be necessary for us to create our own setting.

Closely related to our decision to create our own setting
has been the public school's reluctance to help us identify
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children in need of assistance. Our decision has teen to
focus on chfldren excluded from public schools on either a
full or part time basis. In this way we would have access
to a population of children clearly in need of a response
in terms of their academic and interperscnal sitvation, as
well as a need for adults to respond as advocatas.

Support Systems

Over the next two years, this training program has continued
to grow; concentrating more hedvily on some goals, while deleting
others. Each year has seen a somewha® difruzrent program, in many
respects, from the previous year (fae ranorts of first three
years). Often, the basic focus has remuined the same over time,
but new and different means toward those ends have been discovered,

In terms of support services then, the Pistory of this pro-..—
gram indicates a continuing effort to be broad and comprehensive
in scope, There seems to have been & unanimous desire on the
part of group members to be an "inclusive" type of program
rather than an '"exclusive" one. The hope was that a program of =
this sort would have the best chance of gaining cooperation from  yf
many of the people involved with the childrven we would be serving.

As time went on, this focus seemed to gain credibility, and
began to change in ways that would make it even more comprehensive,
efficient, and effective. While we continued to spend time with ‘
those people who had the most extensive and direct contacts with =
children in our program, notably parents and teachers who were
interested in talking with us, we also began looking for ways to
interact with others who had less contact with our children, but
more within the community structure. We began to initiate and
pursue interactions with a wide variety of people; probation
officers, mental health professionals, librarians. 1n many cases
the initial contact revolved around a particular child "Can we
get Joey a library card today? He'd like to get some books about
race cars,”". Ultimately however, we were also interested in
making an impact of the social systems that comprise our commu-
nity. We were looking for particular specific kinds of support
from people who had the ability to give it to us, In return, we
were able to provide them with some of the support they needed
("1 have this l4-year old here who needs to go to school, but
nobody will take him. If I don't get him placed, we'll have to
send him off to an institution. Can you help?"). We've discover- .
ed this year, that helping someone in a time of need is probably
the best way to positively affect that person's degree of support
for you.

When students, at year's end, were asked to indicate all the
contacts they'd made with community people, they came up with a
1ist of some 17 categories. Perhaps, it would be helpful here,
to list these categories and briefly describe some of the inter-
actions that took place in each of them. :
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- Clasgroom Teachers,  This was certainly not a new caterory,

We'd had a great deal of interatica with teachers thronghout
the history of our model.. This yecar, however, we tried ti, do it
‘ ;litytlé{ different)y. '

f. . fome of cur traiiees were interested in the Resource Teacher
.model, and decided to work as consultants to classroom teachers.
ipus, the trainee's approach was something like: "If there's a
problem with this child with whom you and 1 are both werking, can
‘you describe it to me so that 1 can understand it better, and con-

equently help you come to some resolution?” The goal was really

o make life in school more pleasant for everyone, and, at the
_8ame time, establish a healthy, mutual relationship between class-
_room teacher and University trainee. Thus, trainees not only
‘offered to "help" teachers, but also asked teachers to help them.

- This system, informal and flexible at the present moment
:indicated a lot of potential for the future., For example, whei
‘we encountered children we felt belonged back in regular class,
‘it was often difficult to find a teacher willing to accept the
. youngster., If we had developed a workable, mutually advantageous
“irelationship with a particular teacher, it was sometimes feasible
~for the child to attend her class. In a couple of instances this
~year, this actually worked quite well for all parties involved.

Resource Teachers. As mentioned above, some of our trainees
' Were very interested in the resource teacher model, in terms of
“-their own career plans. Consequently, some trainees were anxious
. to spend time directly with resource teachers, getting a birds-eye
. .view of what the job was like, and helping out with particularly
- pressing needs. o

Many of the child referrals made to our program came from
resource teachers, who seemed quite overwhelmed with the number

.. 0f children so desperately in need of human attention. Over the

years, our program has been able to provide support to those in a
resource teacher role and, as a result, this particular group of

».8chool employees has been supportive of our work,

: Principals. Principals, of course, like all other peoplc,
.“come in a wide variety of shapes and sizes. Some are older, more
‘autocratic, more demanding of their staff. Others are younger,
more flexible, and much less concerned about "downtown",s In
.between those two extremes are the:sands of unique combinations,
‘one for every principal in every school.

v Aside from their refusal to fall neatly into little pigeon-
hole categories, we have discovered one other important fact about
“principals; each of them may, in his own particular style, run his
school the way he desires. We were sought out by a number of dif-
ferent principals this year, to provide help to youngsters they
.saw as being particularly troubled. But the kind of help they
:wanted, varied greatly from school to school. Some wanted us to
_take bad kids off their hands and keep them forever. Others
wanted us to do at least some of our work in their schools. Some
wanted weekly detailed reports.. Others didn't care if they never
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heard from tisé again.

All in all, we were able to surmise that those principals
who really valued the activities and attitudes of trainees in our ..
program, were willing to support us very actively. Again, there
seemed to be such a large number of children in need of attention,
that principals were sincerely grateful to programs that were
actlve and helpful.

Parents, We had been working with parents, in one way or .. .
another, since the inception of this training program, Often,
our contacts with families consisted of “conferences" concerning
the academic and/or psychological progress of their children. .We
have tried to work cooperatively with parents toward improved :
lives for their children.

Over the past two years it has become apparent that this is
not enough. We have come to realize that aside from being mothers
and fathers, parents are also people with all the joys and sorrowsy
frustrations and satisfactions that £i11 human life. Parents, we
have found, are greatly in need of time for themselves, time to:
have fun, time to talk seriously, time away from children (both
physically and psychologically). Help parents find this kind of
time, and they will support you with all the energy they can
muster.

We have, over the past year, held a number of parent meetinge,
and been pleased with the attendance and the direction of these
get-togethers. This year, parents have begun deciding what they.
feel they need to learn in order to help their children. They -
have taken the bull by the horns, so to speak, and begun to rely:
on us as consultants who can provide helpful information and i
services, For example, during the past year we planned and held
an "open house" for those community people who might have some = -
interest in our program, we managed to put together a Thanksgiving
Dinner with all the trimmings for students, children and families,
and at the request of some parents, we were able to plan an eve-
ning of discussion about children's rights with interested parent
and a local child advocate.

This kind of activity gives considerable direct support to -
our program, but also speaks to a much larger issue. For here we:
seem to be witnessing the beginning of an indigenous movement for
citizens to represent themselves in their own comminity. As they.
arm themselves with pertinent informaticr and knotledge and begin'
to seek appropriate cliannels tor their views, groups like this =
one cannot fail to at least bring to public and official attention:
the plight of inner-city children and schools. Creating better - '
environments for children is the best support cur program could

‘have.

Parole and probation officers. Our efforts to work cooper« - - -
atively with local community agencies that affected the lives of '
children were probably most productive in this area. 1In the local
county legal system, probation officers are often the first and
most frequent contact with the law for juveniles who come to the ..
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tion: of the police. Frequently, that contact occurs before
y “law 18 broken or court sction scheduled, Thus, probation
£€icers have often found themselves in very untenable positions.
n the one hand theéy must try to persuade youngsters to stay on
~the legal side of the law, but on the other hand, they have very
little to offer in return. They are lacking in jobs for work-age
youths; schoéol programs for younger children, ahd recreational
-aetfvities for all ages.

~ Beginning in September of this past year, our students and
taff spent a great deal of time talking with employees of the
- probation department. Actually, especially 4t the beginning,

much of olur time was spent listening; to t{e problems and needs of
he people in this department. Later on, we were able to explain
ur needs and the kind of program we were devising. Finally,
~ together we devised a method by which we could work cooperatively
:toward the goals of both our groups.

- We were interested in being advocates for children. Although
We weren't then (nor are we now) completely sure what that means,
. We were certain that we wanted to help all childten stay within
their local community whenever possible. We were interested in
“alternatives to institutionalization, and institutional placements
‘wera often the only choice of probation officers. As a result of
‘our contact with this particular community agency, probation of-
ficers learned of a new program which was a viable referral for
_many children, we felt more able to have some impact on the legal
‘process as it effects children, and at least a few children who
~might othexwise have been sent to institutions were able to

- Yemain in the community. '

Lawyers and advocates. Each year, our program has been
. focused more directly and intensely in this area. The entire area
-0f !children's rights" {s new and rapidly becoming popular. 1In
~.the last few years, people have begun talking about '"the law" as
2 the only way to remedy the plight of so many of our children.

o7 Our program {s fortunate enough to have, right in Syracuse,

; the Center on Human Policy, a university-based organization ere-
‘rated to do research and develop programs in the area of alterna-
.tives to institutions. Working together with this group has given
/students and staff in our program the opportunity to investigate
.yelevant local {ssues, and to plan activities on the basis of
needs that are discovered in the process.

For example, it has been becoming increasingly clear that
.parents, here in Syracuse as well as around the county, are rela-
“tively unaware of their children's rights in school. Tbhis fgnor-
~ance of their rights was making {t all too easy for school dis-
~tricts to exclude large numbers of children without providing them
with the education they are entitled to by law. The Center on
Human Polfcy had developed a handbook for parents dealing with
this very topic. Written in a question-and-answer style, this

- little pamphlet provided a great deal of relevant, concrete, under-
standable information. Through our cooperative efforts, our two
groups sponsored a number of parent meetings in which parents were
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-~ Students (and staff) were able to learn about the rights of

©*advocates for their own children, :

" natfonal political funding organizations, and even individuals
- with the right "connections". 1t is also easy to forget the mean

i 7-£r1ehds and neighbors as sources of support over the years. Our

~.night. Students have indicated that very same need and; ‘at the

- = .to emotional support, trusted friends are the best resources, ' To
. further highlight this point, it has become apparent that one of -

- the major difficulties of out-of-town people enrolled {n this-

~people with whom they can best relate.

able to raise their own specific duéstioﬁsg>6nd really get answers
“from lawyers and people becoming known 48 "child advocates,” e

The meetings were successful not only in terms of providing

~ information, but also in that they sevved as the starting point

for many groups of parents that stil) meet today, As a result of
our contact with lawyers and child advocates then, many of our

children, in and out of school. Furthermore, many parents were
~able to gain accsss to this information and uitimately, to become -

: ~ PeksonAi friends and neighbors. When we talk about support
systems, it seems easy to list powerful local social agencies,

~'ing of the concept of support, and the many day-to-day contacts -
where it can be found. For most of us, the greater part of our:
support comes from people we're close to, our friends, - o

~It's interesting that so many of our students indicated

_program 1s an intense experience and we, as staff, have often fel
- the need to take much of the emotion of the day home with us at

same time, strengthened the contention that, at least with vegard

wprogram has been their physical and psychological distanceﬁffqm

- All of the above i8 not to negate the existence of other
kinds of support emanating from personal friends and neighbors.
. Syracuse, like many places, is a reéasonably small town, As a
result, many of the people who work with children travel in the
same, Or closely overlapping circles, Consequently, many of the
members of our program are at least acquainted with people who
can offer pertinent information or helpful advice on matters =
relating to the work of our group. Interestingly enough, on more
than one occasion, we have had outside people join our program in
rid-year just to have a chance to be part of the adult group and -
our work with children, Whenever this experience has occurred,
we have found the prospective new members to be willing to accept
full responsibility without the ultimate award of a Masterts
degree, By the same token, our group has always been ready to
accept and include into the group people who really wanted to
Join. Finally, our relationships with friends and neighbors may -
in some ways relate to the fact that each year we have a large
number of applications to our program from the immediate area.

College teachers. For the most part, this category refers
to University instructors other than those involved directly with'
our program, Each of our students is required to do some of his
(her) graduate work outside the specific degree area. Many of
the students also choose to enroll in a number of clective
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: ourues. e has béen our attempt. as a staff, to help students

match learning needs and future plans with appropriate academic

work both within our program directly and thrOugh the outside
OUYCGS- ‘

The appearance of this category as a support service listing
‘lndicates that students are finding their course work at the Uni-
versity to be helpful in their on-going work with children. For
éxample, a course given on methods and techniques in the teaching
of reading actually enabled some of our students to devise and
implement an appropriate and efféctive reading progrin for some of
of our children, It's pleasing to see this listing, for it seems
Very- appropriate but sadly infrequent that higher education has
some direct bearing on a student's worka

- Other group members. Inasmuch as our program is clearly
group-orfented, it shouldn't be surprising to discover that
‘8tudents see other students as sources of support, Support, with
regard to this category, can be defined in several ways and be
expressed in a variety of styles. It is important to remember
here, that our program has built-in group focus. Our philosophy
18 described more fully in the first chapter of this report, and
some observations of our group process during the past year may
be Eound in the section on phases of our progran,

First of all, students {n our program have often been able
to lend support to each other by a simple exchange of information,
alent, skills, and material, The most obvious example would be
4 student with particular ability in art who plans and supervises

'art experiences' for children, with the help of other staff,
These kinds of experiences are often fun and beneficial for kids
as well as supervised, supported experience for inexperienced
adults. In the same way, a student who's studied science all her
Iife, might offer to share her knowledge directly or lend her
stock of materials and resources to another group member.

~There {s much concrete level of sharing and support which is
80 necessary in a program like ours. One of our primary problem
areas each year has always been transportation, [f students with
cars were not willing to support those without thkm by picking up
all the kids or aliowing others to usc their vehifles, it would
be much more difficult, if not impossible, to forj) a group., At
times, in our program, students shared a number of needed re-
ources (food, money, a8 place to stay), and there is ro clearer
eftnition,of support,

: Finally, there is the issue of emotional support. The staff
had hoped that all participants (staff and students) in the
program would combine to form one cohesive, supportive unit,
Although it's not at all clear that this goal was accomplished on
‘¢ontinuing end consistent basis, it does seem true that some
paller groups of students within the total group, shared a sense
mutual understanding and support. For some students, this ex-
srience may be the most important facet of their year's program.

“Family Center Personnel. Over the years, one of our firmest

" l{f C
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: o were other times when participants: in-both programs. slmply
'.~_,1nformation and ideas concerntng lucally needed progr‘

- the past few years there have been only two major Mcauses" {n

baliefs has beén that "school®;. 1f not all things to alt peoplo.
olight to at least approximate that model for the local community.
Why ahould school be 9 a.m, to 3 p.m. and no other time? Why
should 1t allow only children and only of certain ages?  Why do

we concentrate on reading and writing and science? th not swtm-fﬂ
ming and cooklng and drama? ) i

These are not new questions, but the answers are stiil un-
clear. Some schools are changing, but others are not. There has
been, however; a consistent and lasting movement toward the cre
ation of community or family centers, that does correspond to. o
viewpoint, Many of these centers are locally based and have, &
their primary goal, the meeting of the needs of the surroundtng
~ community. Needs of course can be quite varied but’ usually ihs"
volve somé activity in: the following areas} education. rectegtion
homemaking, tdentification of local resources, eto. - Frequantly-
also, these centers: are staffed prtmartly by ‘local people.az-

Usually one of the first programs inttiated by a newly eine

_gent community center ts a pre-school or day-care or- after-scho
educational/recreational activity for local children: 1t {5 '

primarily through programs like these that our students have ‘be

“comg {nvolved with these organizations. ‘Sometimes a particuls
center might have found & child in need of the special services

" out program could offer and refer the child to us. At other
“times, a member of our group might gpend some time with. fani 1
‘center- personnel, fn a type of consultant vole. Finally, the

: Volgnteer groups.- In Syracuse. as ln many other place:
beginning steps {n any action plan are often taken by velun
_ groups.  1f a cause, almost any cause, becomes populdr, thei
" seem to be large numbers of civic-minded individuals whe are .
i{rg and ready to join ad hoc groups to Mstudy tha problem";

T«Syracuse. One was pollution (air, water, noise; etci), @ d ‘the
other was the juvenile jugtice and treatment system./

Our involvement, of course, was prtmartly with the second«
cause and consisted of a considerable amount of going to meeting
and listening to the speakers provided by the organizations, A
times we helped fi11 the nead for information by sharing our kn
ledge and resources with groups that were: 1nterested. Other’
tlmes. ve juat listened. -

There atre other kinds of volunteer groups with whlch we, at
the least, became acquainted. For convenience, there 1s.in. .
Syracuse, a reasonably active and easily-reachable volunteer -
center that Lists and coordinates many local volunteer activit
It probably would have been helpful to all’ parties, 1£ we'd
sued our: relattonshtps in this area. P

Mental health professtonals.f Psycho- educational programs,'
almost by definition, have continual contact with professionals -
{n all aspects of the mental health field. Our program has worké
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with children beartng 1abets such as; emotionally diaturbed,
learning disability, brain damaged, culturaliy deprived, under-
achieving, functionally retarded, autistic, etc, When you realize
where labels of this sort originate, 1t's easy to understand why
4 program like ours might have so many contacts with psychiatrists,
psychologists, social workers, etc. :

~ Over the years we have developed two basic approaches to -
ncetings with mental health professionals. The first one assumes
a reasonably friendly atmosphere and is characterized, at least
oh our part, by a tone of cooperation and a desire to work to-
gethar toward common goals, We have found this approach to be
most satisfactory when all parties have the best interests of the
“¢hild ae their first and most {mportant goal, Unfortunately, this
_'13 not alvays the case.

; When professionals (or anyone else, for that matter) seem
preoccupied or overwhelmed by administrative red tape, caught up
in an unwieldy decisfon-making process, ot enslaved to a generally
negative view of troubled children, it has sometimes become neces-
sary for-us to adopt a4 less conciliatory but more demanding po-
sition on behalf of children, More and more, recently, we have

. found .the position of staunch, steadfast child advocate to be not
f}only neceSSary, but also effective.

; “There are, of course, a number of tenable positions in be-
tween these two more extreme point:, Our attitudes and behaviors
n_any given occasjon are products of our. relationships with .the .
people involved, the specific situation {n which the meeting takes
place’ and, of course, our understanding of the child's best ,
jnterest. Hopefully, at least some of that information has come

- from the child, a source we ve found many people unwilling to
‘congider.

i Recreational Agencies., For the most part, this category
~‘refers to recognized organizations that provide regular, scheduled
~.recreational programs for children and adults. For example, we
have had contacts with: Boys Club, Girls Club, Boy Scouts, Girl
Scouts, C.Y.0., City and County Parks and Recreation Departments,
Y.M.C.A,, Y.W.C.A., and others, Our associations with these
‘~organizations have ranged from ve'y minimal (a phone call inquir-
ing-about a specific program) to very ixtensive (our use of a
Boys Club Facility as the location of cur program for an entire
year),

We have tried, over the years, to take full advantage of
existing community services. Swimming, for example, is a favorite
activity of many children. There are locally, a number of pools
that are open at regularly scheduled times or by special arrange-
ment. There is usually no fee, and always a lifeguard on duty.
:Thus, 1t has been relatively easy to schedule a weekly swimming
activity every yeat.

The benefits of such an arrangement are really extraordinary,
: The children are engaged in a desirable activity, there is an op-
portunity for many to learn some new skills, adults have an excel-
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" our students have often taken advantage of the wide range of .re

lent forum for developing relationships with children, and an

existing community service is being utilized to everyone's great
advantage.

Organized recreational agencies also have great possibilities -
for activities for children who have finished their involvement:
with out program, For example, we spend some time late in the
spring of each year, trying to locate appropriate summer progréams :
for each of our children. Most of the overnight and day camps in
our location are operated by the community agencies listed above,
Contacts with these organization help keep us informed about both'
current and future programs, Sometimes, thuse contacts can heip
children develop an association with a particular agency that
might benefit them for years to come,

Librarians. Libraries, we have found, are great places to
get "stuff". By arrangement with local city libraries, we have =
been able t. borrow bogks, records, and movies for extersive ' .
periods of Lime. We have also utilized libraries as sites for e
field trips, as places to do academic work with children, and as
another community resource that kids can learn to use to their
advantage.

Our students have also found the specialfzed libraries and e
the librarians who staff them to be very helpful in their programf,;
planning for children., At the University we have a number of 4
special libraries (in addition to the new main library) includihg:
a curtficulum library, an education library. and a library of .
children's material, The school district of the city of Syracusg
operates a Special Education Instructional Materials Center, an

sources gathered there, as well as the professional expertise and
knowledge of the librarian. Finally, many of the public schools
in which we work have libraries. Often this is the best locatton,
in the entire building for doing academic work or talking quietly'
with children.

Children. As mentioned above, we have been continually ass«.
tounded by what sometimes seems to be a universal plot to ignore
the thoughts and feelings of children. This state of affairs _
seems all the more extraordinary when we realize how voiceless =~
children are in matters that are so vital to their lives, both at
present time and in the future. There seems to be an attitude
regarding talking directly to troubled children about their diffi-
culties, that is somewhat reminiscent of Catch-22, Children who
are having difficulty functioning within a particular system (no. -
matter what the value of that system) are considered to be somehow _
abnormal and given an appropriate label. Since the minds of such W
children are apparently so disordered, anything they might think
or say is obviously not rational - so what's the point of talklng o
to them about their situatfon? 1t seems, at times, like a pretty e
tight system; a difficult one for children to break through. - i

Our experience with children has been quite different. We

have pursued a policy of direct, concrete discussfon with children '
about their particular difficulty in school and/or at home, and
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;gained tremendous lnsight {nto kids‘ percepttons of their problems
as & result, Sometimes we have been able to talk easily and in-
formally about these issues. With other children, we have done
Yinterviews"; using tape-recorders, microphones, a list of
questions, etc. At still other times, the child starts the dis-
,cusslon when he's ready and comfortable enough to do so.

B We have become great believers in talking with children,
feeling that {t vould be almost impossible and certainly unfair
‘to act on behalf of any individual if vou don't understand his
parception of the problem, Child advocates, it seems to us,
hould begin their work, with the child.

Guidance Counselors, Our contacts at individual schools in
the local system have taken varying routes. At times we have
entered courtesy of social workers, school psycholcgists, class-
room teachers, resource teachers, and even administrators. Often
too; our contact has been with the school guidance counselors,

, We have found that counselors, especially in a junior high
:Setting are very influential people to the children we serve. It
18 .the guidance counselor, typically, who decides the fates and
futures of children, at least with regard to the educational
‘system. . Although the "Track System" may indeed be illegal in {ts
offfcial fon1, guidance counselors still have considerable lati-
tude in plurning "programs" for troublesome kids. We have dis-
covered a vecrlety of special school programs that are completed
aily by 11:30 a.m, ~Other programs incorporate heavy doses of
‘physical education and manual arts at the expense of anything
academic, 1n general, the pattern seems to provide for both the .
official ¢ontinuance of a child's education as well as the least
‘possible amount of in-class and in-school time.

On the other hand, it has also been our experience that the
leeWay given school guidance counselors allows them to develop
‘unique innovative educational programs for the {ndividuals whom
‘they serve, Thus, over the years, we have been able to cooperate
ith ‘particular guidance counselors toward more effective and
workable educational plans for children who were involved in our
program, Because of the flexibility and power involved in their
positions in the school hierarchy, we have come to value our
relationships with counselors. 1In . the future, we expect to
‘aetively cultivate even more.

Doetors and Dentists. AlthOugh our program has as its
,pr1mary focus “the psychological state of each of our children, we
have oftén been confronted by a variety of physical ailments, as
well, Frequently, we have come to know children whose physical
cohditions have either caused or certainly aggravated their
emotional difficulties. For example, we have seen children whose
‘teeth were decaying and painful to an extent that made it im-
possible to them to function in a classroom environment, A trip
to the neighborhood clinie is sometimes all that's necessary to
begin dental treatment that can effectively eliminate such a huge
obstacle to a child's success.
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Many of our relationships with physicians and dentists have
" been of tha type outlined above; our vreferral of a ¢child in our
program for appropriate physical examination and treatment. At
_times, however, the relationship was worked in just the opposite
way.  For instance; a child's family and school difficulties

might come to the attention of a physician during the course of a
physical examination. Thus, during this past year, a pediatricia
who works {n a local health clinic discovered a boy who seemed
bs in an inappropriate school jrogram.. At his suggestion, .
‘student of ours visited the boy in school and eventually bega

working with him through our program, -

. The relationship between physical and emotional problems
‘a 'wide-studied but still unclear area. Very simply, 1t has been
" our experience that attention to physical condition can be ¢ ‘
~ fective starting place for a psycho-educational program. B
same tokén, doctors and dentists who make themselves aware of

“¢hild's {fe circumstances can become more effective and cog

- hensive service deliverers. .

Staff Members Carve Turkey for Children and Parents




Summary

: Although the specifics of our relationships with the local
omnunity have varied from year to year, our goals for our train.
ng program have remained relatively consistent. We are concerned
hat our students live and work in the real world during their
_year with us, and hope that they'll be able to continue in that
‘direction when they leave our program. We have viewed cooperation
4 viable base for community involvement, and have tried to tn-
lude ail people and all viewpoints in our day-to-day operation.

S rs 18 not a one-sided program however and our involvement
An the comnunity 18 not simply to provide the best training area
or oy students, As staff, we see ourselves not as University
culty hidden away behind campus walls, but as local residents
b eat and sleep and work and live in this city. We use the re-
purces of our community every day and feel a responsibility and
esire to help remedy the concerns and problems that we share with
UL friends and neighbors,

‘1t has been our experience over the years that narrow ex-
lusive programs tend to deteriorate due to lack of support.
rograms that are inclusive, open to people's inputs and involve--
entd, and comprehensive in nature create a much firmer groundwork
r a viable long-lasting support system. The more people we talk
¢ and hear from at decision-making times, the more friends we .
eem to have to call on in times of need. Support is a two-way
oncept. and we feel that our history of local involvement

as benefitted both our program and our community.

i e v I 71







Population of Chtldren :
Over the paa!: fout years, our project has had 1t's "home" ins
inner~city public school on the near east-side of town. ah ex- "’
imental elementary school on the University campus, a Boys'
Club recreational agency building on the near vest-side of town,
and f£inally our own two-story wood frame house at the edge of the
nfversity campus. Some of the implications of these various
sites have already been discussed in previous chapters. There is -
gtill another area however, in which the spectfic setting made an.
impact > our population of chtldren. '

Some of the differences are .obvious in light of the nature
of the setting. For example, during the first year of the project,
the children with whom we worked were all entolled in the ele-
_éntary 8chool in which we were based. Since this was really a
netghborhOod school, the chtldren were all local and represented
the range of the local population.

g Durtng our second year, we were again housed primarily in an
lementary school. This year however, the school was an experi-
ental one on the University campus and all the children were
bussed in, The children were primarily but not all-black inner-
city residents, Many of them were from the same neighborhood, an
area a few miles removed from their school, During this year also,
some of our students elected to spend some of their time in other
tings with other populations of children. Thus while two of
r students worked with a small class of "severely disturbed"
¢hildren at a nearby hospital mental health clini¢, another
udent davéeloped a small program for kids who'd been excluded
om school parttcipation. :

, The third year saw us make one of our biggest and most im-
portant moves. We moved out of a "school" setting into an en-
vironment that was more clearly (if not totally) our own. Geo-
graphically, we left the campus on the east-side, and shifted a
couple of miles to an economically deprived inner-city area on the
near west-side of Syracuse, Perhaps more importantly, it was
ring this year that we shifted our focus from children having
“trouble in school to children who were already out of school,

- This last decision has made quite an impact on us during these

st two years,

« Qur move to a somewhat more autonomous setting in our third
year,' convinced us of the importance of complete independence.
-was very difficult, we had found, to exist within someone else's
ting. As a result, we were able to secure a vacant house from
University, and develop our very own "school" for the fourth
Etnal year of our project. Again, our move this year made
impacts in a number of areas. First of a11, we had returned
aphtcally to our starting place on the near east-side of

, - Secondly, we had decided to continue and even intensify
‘focus’ on excluded children. Finally, having a place all to
rselves opened up a number of possibilities in terms of both
nds of activities, and also the times we could schedule them.
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usually retaliatory and combatative. Often, through their years,

~Although each year saw differences in the kinds of childyen
we met, there were also some similarities over the span of our ==
‘project, For the most part it can be said that children who
found their way to our program in each of the four years were
seen (by at least one person) as having some kind of behavior
problem, "Although children referred to our program came to us
with an incredible variety of psychological and educational labels,
we tried to meet each one as an individual. We were however, ablefi
to specify some reactions which seemed to appear over. and over .
. again: :
1) We met many children whose reac:iona to :he world were
primarily of an "acting.out" nature. These youngsters
(often very wisely) seemed able to act on the world ' .
first, before the world could act on them, Included
in this group might be kids who: get into a lot of
_fights, destroy property, seem to have violent almost
uncontrollable moments of anger and frustration,
lash out verbally at even close friends, have a lot. .
of difficulty controlling. their 1mpulses or "waiting"
for anything,

Generally. these are the children whose responses to the world 8]

they have pald a heavy price for their refusal to submit to au-
~ thorfty. Yet, to date, they've been unable to find people and
.situations they could trust enough to try reacting in new way

2) Many of the children we've encountered in our fout year
 were passive and withdrawn, seemingly unable to find
. entry point into the world,  1f they were still {n
" school, you'd probably find these children 1n the back
of the room, saying very little and learning nothlns.
Behaviorally, these youngsters simply dop't seem to.
,‘respond to peers, to adults, to’ the world around thmm.

- There are, oi course, as many different maladaptive reaction

as there are troubled children. Kids have all kinds of needa.
rational and {rrational, and a 118t of many of them taken directly
from case reports {s included in the Yphasing" chapter of thls
volunme,

The traditional psychological and educational labels have, e o
best, lost some of their meaning over the years. To put it more
-strongly, we have had some difficulty finding meaningful relation
ships between that diagnostic scheme and the behaviors and feel
ings of our children. A new and somewhat more relevant classifi.
-cation system has recently appeared (Regal, Elliott, Grossman, and
Morse CCBD Monograph, 1971) with relatfon to "excluded childrentt
and we would like to state the categories in that System and giv
some examples from our program. i

In attempting to describe the millions of childten who are ‘
out of school in America today, Regal et. al. define three %ateﬁ‘
gories of children who are out of school 1nvoluntar11y. .

The unknown., For the most part, this consists of the half :
millfon or more children who are simply never enrolled in school.; ¥
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Children themselves are often voiceless in this process. Parents,
for many veasons; may simply elect to keep them home. Schools
can encourage parents to keep them away or as has been the case
frequently, assign children to waiting lists for special services

that don't exist.

7 'All of this, of course, is illegal. No one has the right to

deprive a child of an education. 1t is supposed to be compulsory

-« that's the law. But, as the authors of the monograph point

out, lawd seem to work only for those who have the resources to

demand their rights. Children seldom have access to those re-
urces. . :

~ Consider the case of X. X came to our attention when his
foster mother tried to enroll him in the local public school,
This would not ordinarily be an unusual circumstance, but the
‘social worker was concerned because X was nine and a half years
old and, in effect, had never been to school. Where he had been
was six or seven foster homes in four or five years. He never
‘stayed in a place long enough to be enrolled in school, and
imagine his predicament starting his education at the age of nine.

. The unidentified. This category includes probably several
miliion children who are enrolled but are not attending school,
Often these children are referred to as dropouts, a label that
‘the authors note absolves the school of responsibility but is
ften very inaccurate. "Dropout” implies that the child has some
active role in the decision to not attend. This is not always
‘the case, as there seem to be a number of procedures, legal and
llegal, that result in non-attendance. : ' ‘ ~

"' Legally, most states have formal school exclusion policies,
Often, however, the procedure is so complex that school officials
_#eldom choose to utilize it, It is much more common that extra-
1égal procedures are used for these purposes, and this category
_covers a multitude of sins.

For example, children sometimcs don't come to school because
‘of an arbitrary (and illegal) suspension by the building principal.
1f you are not the kind of child seen as desirable in the school,

, principal can find a hundred reasons to suspend you.

% ln other cases, school non-attendance is the result of con-
inuous suspension. Thus, a child i& suspended for the maximum
pertod allowed and then continually re-suspended at the end of
each suspension period. Still another process is for the school
“digtrict to determine that a child is eligible and in need of
pecial services but that, at the present time, such gervices are
ot available. Even though many states, including New York, state
16 right of all children to educational services, parents of
hildren declared in need of particular special programs often
ind that the program 18 not even in a planning stage for the
ocal district. As a result, of course, children remain at home,

S Oftentimes too, schools simply encourage children to not
‘attend, either with or without parental knowledge. Often in
“Syracuse, we have known cases where children were sent home with
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notes 1nform1ng parents that their child could not return to-
-gchool unless accompanied by a parent. We also krow of soma
junfor highs in town that lock the doors at 9 a.m. and don't go
looking for late-comers.

Children in this category are "floaters" or "drifters', The’y :
may be in school one day and absent the next three. Or, like
some we've known, they may walk in one door of the school at
9 awm, and out another at 9:05. Theré are no benefits to the
school eéxperience for these children. What seems even more de- -
pressing is that there seems to be no one at school who cares 1£
‘the child attends,

The untreated. These are the children who are clearly
1dent£f1ed by school personnel, as having some kind of “behavior-
al problem" The scarcity of existing remedial facilities often,
according to Regal et. al,, offers children in this category the
opportunity to "shape up or ship out", Exclusion of children.

- are disruptive can be complete or part of the day: :

Many of the Syracuse children identified as being in neev
special services because of disruptive behavior seem:to be chan
nelled into programs that last between two and three hours
We ve worked with children who finish school each day before
-They might spend a period in shop, a period in gym, and the
. of their time in homeroom, No provisions are made for their

~noons, nor is much thought given to their futures, Often thes
kids hang around school for years, continuing t¢ grow physic
~but pot.developing in any other way.  They are known to everyone,
~and ysually stigmat{zed by mést, Children with special needs
‘that are left untreated often develop into 1neffect d.u
happy adults. R R

A FullToxt Provided by ERIC



How do they come to the Pro ogE ram .-

2 He've described. in a genaral way; the children we've worked

th over the ‘past four years -- but how did we meet them; how

id they find their way to our program? During our early years,

£ course, the answers are simple - we worked with children ens

61led in our "home'" school. Over the next couple of years, how-

‘ever, finding children became a major area of concern as the popu- -
dtion we'd chosen to work with was o£f1c1a11y and, by definitton,

lmost invistble. ,

: He began by working directly thrOugh the local sohool district
ministration.” At first, we were surprised to find no "Master
18t" of children excluded from school. That could mean only one
£ two things; either thers were no children excluded from school
r thers were such children but no official records of them were
ept at the administrative level, Having already met some ex-
¢luded children, and realizing that some exclusions were illegal,
‘We put more faith in the second interpretation and decided to
'look elsewhere for children.

o He contacted a number of teachers, counselors, social workers,
“ete.; who were willing to give us names of children excluded or
bout to be excluded from their schools. We talked to kids we
et on the street at: 10 in the morning or 1 in the afternoen, and
aven placed an ad in a neighborhood paper. Pretty soon the word.
began to spread; we got calls from tecachers in other schools
‘who'd heard about the program and wanted to refer children,
parents of children we'd met revealed other offspring who were
86 out of school, kids told their friends, somebody even told

e school district administrators, and soon we were getting re-

- quests to '“see if you can do something” with teenagers identified
'; "about to reach the end of their school experience".

L We found children in their neighborhoods. 1t seems pretty
“obvious now - if you want to meet and talk with people, go visit
hem where they live. Our students did just that, and in the

- process found not only the children we were seeking, but also
“concerned and troubled parents and families, interested communit
residents and workers, and local recreational and educational
resources, Now, we see finding excluded children as a relativel
easy but incredibly important activity for students in our program,

How do kids see the Program

,;‘ Over the course of the past two years, we have tried-to ex-

- amineé and make note of childrens' perceptions of our program. At
“various times during the year, staff members have interviewed and
corded childrens responses to specific questions about the en-
vlronment created by our program. A complete set of interviews
s included, in full, in last year's report (Knoblock, Barnes &
Eyman. 1972). Here, we will try to summarize some of the child-
rens' perceptions.

- We've seen a wide range of children in our program and, just
iike adults, they've demonstrated a broad range of attitudes and
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- opinions.  Often their responses are couched tn térms of compari~
sons to othar settings they've experienced (public school being = -
the most obvious example), and we, of course, have been quite
interested {n those contrasts, : :

With regard to adult-child relationships within the confines  ;
of our program then; :

- They ask you, but they don't tel! you,

- Most of them are iike my friends. I could tell them any-
thing and they would listen and not mock me. s

- The grown-ups here don't act grown-up enough. They should
tell kids what to do. They just ask ......... , Ll

+ (If you want to be left alone), they leave you alone. If '
you ask them, they'll do something with you.

On self-direction}

- 1 don't ever listen to somebody else, even if it's good
for nme. :

» 1 would whip my behind i{f I was a teacher or a mother. I
do a lot of things bad.

- T know what's best, and 1 do it, but not all the time, 1
would ask a grown-up to help me sometimes. ‘

« Sure, I know what's best for me. Doesn't everyone? But 1
don't do it. Bet you don't either,

With regard to helping relationships;

- They kind of help you help yourself.

- 1 don't want to heip nobody, and 1 don't want nobody help-
ing me,

= You can't help somebody that won't let you. :

- Some of the adults need help, too, you know. $o stop help. "
ing kids all the time. I could kelp you.

Some general feelings;

- It was better than school. 1 didn't learn too much, but
I liked it,

- It's a good place to be. They help you a lot. I want to
be 1in school.

- You should have some classes and make them go. But it was
OK; I would go again if 1 wanted to - maybe I would and
maybe 1 wouldn't.

- It's OK, You should do more things. You should not let
kids be bad. ,

< 1 loved it. 1It's the best place.

We've found these responses {and the many more we've collect-
ed) to be fascinating pieces of information that are very helpful
to us in planning for the future. For example, we've noticed

“that some of the negative responses both in the interviews and in
real situations seem to be directed toward the concept of "school"
not to the actual content of what we do. To short-circuit some
of those reactions, we have decided to stop referring to our
program as "“gchool" for the time being. Instead, we'll call it a
Center or community center and continue to operate in the manner
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‘that will radiste diverse and need-fulfilling environments for
‘a1l our participants.

. .The interviews have also helped us realize that children are
not always as fragile as their institutionally.given labels might
indicate, Many of our children have expressed a very accurate
understanding of their particular school and family difficulties.
Through the process of interviewing, staff and students alike have
“{earned the value and potential of direct and honest discussion
of problems between children and adults.

. There should really be another section of thig chapter
~headed "Where do they go", but unfortunately for most of our
““children, 1t's too soon to tell, We do have a follow-up process,

and early in the Fall of 1973 we'll be checking on the whereabouts

of each of the children we saw last year (1972-73). Late in 1972,
. we completed a follow-up investigation of our 1971-72 class and

found: 14 children functioning in public school programs, 2 child-
ren in state training schcols, and 3 children out of school com-
pletely.

Hopefully, we'll be able to complete a similar survey this
fall and make the results available to those who wish to see them,
. We also have intentions t® continue a long-term fullow-up of the
. children involved in our program, for the purpuses of both provid-
" ing help and assistance to those who might need to re-utilize the
services of our program, and to provide us with valuable longi-
tudinal information about our "graduates". '

Summary

We have tried to create a program that is flexible enough to
meet the needs of the many individually troubled children we have
met over the years. For many unique children, our program has
been helpful in providing a reasonable re-entry into the education-
al process. For others, we hiave been able to give a year's time
to reverse a downward spiral and, within the confines of a caring
and trusting environment, the potential to make some appropriate
plans for the future. For still others, we've been able to pro-
vide very little and are still searching for ways to meet them.

: Most importantly, each year has brought with it new and
different ideas and plans for ways to work with children. Each
year is a learning experience for the adults in the program, and
ds time goes on, we find ourselves able to apply more of the
knowledge gained from past experience to new problems and con-
cerns. It is our hope that this process of learning and re-learn-
ing will continue for staff and students alike to the continual
betterment of our program with children.
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Classroom IhplementatiOh

Because of our focus on the importance and value of each o
individual setting his goals and developing ways to meet ther, we -
have encountered a variety of ways in which our trainees have ens °
gaged in implementing their goals and behaviors in clagsrooms. ,
The question of classroom implementation is extraordinarily com- .
plex in that there occurs a kind of ihteraction between a person's ;
goals, training program structures, and the press of the school
one finds oneself in, .

During each of the past four years the location and emphasis”
of our program has changed and undoubtedly this has affected the -
behavior of trainees. For example, in our first year we were - -
located in a city elementary school of 600 children and 22 class-
rooms. As part of our program design we encouraged a long period.
of time devoted to “role experimentation", that is to engage in a .
wide variety of behaviors and roles so as to enable a trainee to -
ultimately decide on how and where to spend the rest of the school
year. This all took place in the one school. The very process
individual trainees engaged in to reach the decision a$ to where : -
to put their energies is a fascinating one. Again, we see the
interaction of all the factors mentioned above along with the
learning style of different trainees.

Vring our first year each trainee approached this role ex- -
perimentation differently and the following excepts from one .
trainee's diary shows how seriously he took the task of finding a :
place for himself. : . LR

September 5 First day - a bit befuddled by meeting all the hew~‘“
people--somewhat nervous about looking around )
school, 1 felt teachers were uncomfortable«-
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-September 10

September 11

September 18

October 1

October 3

October 15

ERIC

Aruitoxt provided by Eic:

meeting was good--feel 1 have a say {n my education
- decided to follow principal because 1 really
don't understand his role at all.

1 worked with the kids & bit more today - moved
away from principal's orbit a little. 1t was more
enjoyable for me. He is beset by bewildering
complexities - all kinds of bullshit., He does
have a real concern for other people and this comes
through. 1 had a real adverse reaction to reading
consultant and his anti-permissive ideas about
teaching. A little friction with the staff.
Principal sort of pushed it off. 1 had mixed
reactions about being a hall cop - 1 know need for
order, dbut I don't like being a cop.

1 worked with M today in her classroom. 1 like it,
but felt unsure of myself because I don't know

what she is trying to do. She is a dominant figure,
very sure of herself. She is not a bad teacher but
is product centered I think. 1 would like to work
with her next week - 1 feel unsire of myself and
incapable of evaluating her performance. 1 enjoyed
working with the kids.

I see more the need for a systematic approach to
the classroom - 1 need to explicate for myself my
general philosophy of education, and then work it
out in the classroom. I feel now that the situation
I'm {n somehow contributes to my inconsistencies -
that is, a classroom based on order and social
adaptation, but set up quite freely. However, my
inconsistency {s also a product of me.

Micro Teaching--well, my reactions are good. 1 see
that it is a skill builder and that kind of struc-
ture 1 needed. I'm anxious to try f{t. 1 enjoyed
D's (micro-teaching consultant) presentation. I
like to have conteptual framework to hang up my
thoughts. He also confused me somewhat--made me
feel inadequate as a teacher, vwhich I guess is a
good thing.

Went into B's class today. B. (another trainee) and
myself will take over next week--class reminds me
of Kohl's, in 36 Children. I }ike the atmosphere--
hope 1 donft panic because of lack of observable
routine--I enfoy learning witi the klds--really get
excited by it.

1 spent the day with C.- the art teacher-~ I like
the way he approaches things--he is interested in
having the kids express their feelings, from their
life, Realities is their life, not artistic laws--
pretty neat--process, not content. The morning
went well--in fact, G's class was really something.
Kids really opened up, and let themselves go. The
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October 17

October 24

November &4

November 13

November 17

afternoon was a different story--the material didnit:
make contact (plctures of Goya, ete.) and it floppeds
1 felt that perhaps it could have worked, but it - -
needed restructuring.-more interaction between klds-%
~maybe even drawing firat. oo

End of the weekssspent the day with C.--went to M‘s,:
G's, and M's room--only M's roouw turned on. It was
real good.-they were excited, too. 1 noticed this
was only time teacher stayed, plus took part in art
with kids, .

Was 4n B's class for the whole day--morning went
well, but aftornoon was blah--could not get kids
turned on--nevertheless, 1 want to stay in that
class.

Summary of two big problems 1 have

L, Gap between B's and A's (children and
teachers; mental patients and therapists)
that was brought out so clearly in 1 Never
Promised You A Rose Garden.

2. What the hell is a school and what does {t
have to do with the community--what is _
difference between neighborhood school and
decentralized schaol boards?

Saw A today--he was receptive of me and my proposal
of friendship. He ssems to be in a world of his
own--he verbalized quite extensively about his.
imaginary friende; he frequently went through
fantasies related to concrete things we did (sit
down on bench, walk on path)--he was quite physical
in his affection for me (holding hands; hitting).

B's class went OK--introduced mystery powders and

kids really took to it. It really gets messy, but- - °
-1'm quickly losing my assumption of what school —~*°
should be, and 1'm glad of doing that.-1'm also

glad 1'm a "trainee," so 1'm not floundering with - -
all kinds of responsibility--As 1 was cleaning up,
B alerted me to a tussle brewing bstween K and C., -~
G was attempting to get at G, so 1 took K out of
room- -howaver, C found us downstairs-and egged on -
by a crowd, went at K--well, it was quite & fight
and the whole first floor was in somewhat of an up- -
roar. Principal came down and helped me with C and -
we did a life space interview--reflecting on what -
happened; 1 was glad of principal's help, but feel '
the LSI was too short-.1 felt rushed to a solytion...: -

Monday morning--1 wasn't looking forward to this

day at all, but it turned out better than I expected,
The morning in B's class went well; 1'm learning
things about structuring situations--mystery powders
has a hold on some of the kids; 1 enjoy learning
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with them--however, -1 don't understand the chaos of
avound 10:30, except that perhaps the mystery
powders rén out, so the kids reacted with chaos--
brilliant deduction! However, I don't know how
long we (B and 1) will have to provide materials
and things to learn--there {s still very little
fnitiati{ve.

My talk with Peter was real good for me--Peter and
Ellen helped me with the problem with L. Also, 1l'm
clear about my final role, that is to work with B
in her classroom.

One can literally see and feel the agony and struggle this
trainee experienced in finding his way into a school and a par-
ticular classroom. In responding to what he learned he stated,

"1 lost assumptions of what a school should be, and began to
~ build new concept of school and education.” 1n contrast was
another trainee's approach who seemed, at least on the surface,
unwilling to analyze her experience. Her statement was: "Didn't
learn anything new, but found myself being more aware of feelings
of others and how 1 affected them."

We continued to gather evidence of the enormous impact the
specific environment had on the behavior of trainees. During our
third year one of our trainees expended an enormous amount of
energy on developing a set of skills which included responding to
both the academic and personal needs of children. We were in a
setting and with children in which we had to confront and respond
to children's behavior and she was a leader in that respect. The
following is her description of her teaching behavior in October,
January and June.

Teaching Behavior:

October: -1 think I am still too directive and don't let kids
take on enough responsibility for their own learning.
Also, I still tend to take the things the kids do and
say too personally, but I'm not as bad at this as I was
last year. 1 like to question a lot, in order to guide
and stimulate thought. I think I'm good at talking
with kids, not at them. And, mostly, 1 enjoy doing
things with kids, rather than watching them do things
or telling them about things.

January: -1 can see few changes in my teaching behavior since I
last wrote about it., I don't feel that 1'm too direc-
tive any more. Occasionally I feel a personal need for
more organization, but I don't think I impose that on
kids. At present, 1 see myself as having one major
teaching problem--1 can't think of fun and exciting
ways to approach a lot of math or spelling or reading.

June: -As a teacher this year I have spent a great deal of
time in the following ways:
1. I have suggested countless activities to individual
students and asked them if they wanted to learn some
Q .
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math or learn to knit with me, 1 also brought 1in
gamos and {tems that 1 thought would interest
specific students, based on hobbiea or things
they'd talked about,

2. 1 have talked a lot with students about their
interests and ways to pursue them., 1 have tried
to get students to commit themselves to activities
of their own choosing, and 1 have reminded them of
commitpents they'd made.

3. 1 have worked one<ta.one with students who ware
ready and willing to make & commitment to a spactfio
area of study (like math or crafts). :

4. 1 have taken students to parks, to the zoo, to my Bt
home, and to other placas of local interest,

5. 1 have played pool, basketball, gone swimming and
played many other gamos with kids for fun and
relaxation.

6. 1 have tried to stop crises by talking to kldl or
taking dangerous things from them, or asking them
to leave, or removing them from the situation, etc,:

7. 1 have talked about the kids’ hang-ups with theme.'.
like lack of trust of whites or adults or women, or
fear of b'acks, etc,

This past year she worked as a teacher in an alternative
school, During this year she deacribed herself as focusing much-
more on the academics and structuring the reading program than on S
talking with children about their feslings and behavior. She gave
as her reason for this the fact that others were talking with =
chi ldren and she saw a nced for focusing on academics, This {R- -
a dramatic example of the pull a specific anvitonment can have on ..
a teacher. ok

When it comas to making sense out of just how a teacher
implements his values and beliefs into a ¢lassroom, we are cons i
stantly impressed with what an evolutionary process this ir- Htthj;
a serious person who has a commitment to personal growth th.:6 ¢an:
be an exciting experience, We have come to see the year with-us
a8 a step along the way and to realize that careful follow-up and =
feedback often puts the training year in greater perspective. Ona
of our graduates was kind enough to write us the following letterl

"I havc just been able to surface for atr, amid all the - :
hust1ing around I've been doing, and wing off a note to you.‘?

The primary motivation for the note is the copy of the Thixd ~
Year Report 1 received a week or two back. 1 was really
excited to get it. Poor B. came home around 5:30 p.m. I :
had been sitting in the same chair since & p.m, and cont nued
so until at le4st 8 p.m., with occasional nods to her hu gry .
appetite, 1Lt 3aa’one of those "1 couldn't put it down bookd,:

My main impression was that the report really captured a
very significant amount of our program last year. It's
really integrated - 1 remember £1lling out so many items and::
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;frfegdbcck =~ logé, reports, etc. « dand it often seemed
{ plecemeal - but you got it all together well. I think
. jit's pretty valuable, 1In one sense particularlyj it
- ‘réglly hit me how goddamn much info wé all exchanged - 1
- teould sit down one year later, réad through our statements
)‘f}‘}abOUt freedom and trust and with some accuracy remember
T % whose issues they were - in a sense hear the people - in-
;i cluding myself - talking again - before 1 read the profiles.

RHaving the concreteness of such a document in hand caused
- e to reflect quite a bit on the whole year again, in light
~of this year, my first teaching. I have a lot of connections
‘1 have made between last year and this - things, attitudes
really 1 applied - but 1 can't offer them all at this moment
(1'11 send a cassette, it's easier and freer than writing),
But 1 can say this: Pete, Ellen, Bill, there was great
difficulty for me to assess the effect of the program and
people on me last year; I lay that fact to the day to day
mechanics, and the closeness of everyone in the program -
there was almost no way for me to get a perspective away
from the people and program for any length of time. The
frictions, the miscemmunications, style quirks have
diminished - taken their proper perspective, and 1 feel
real good at being able to point to many "“learnings" which
1 have internalized - and I guess 1 feel if 1 can learn §
or 10 behaviors, feelings, attitudes toward life, that 1
feel were new for me, and are now comfortable for me, I
gained a lot.

So much of what people preach in education is trite, hashed
over, and warmed over, that they should pay everyone who
has a unique, origindl idea a million bucks a year - and
1'11 bet we wouldn't pay out much - I think original ideas
are hard to come by. But 1 do feel also that 1 was able to
accept the ideas of others I was involved with last year -
ideas that were often brand new for me - and make them mine.

1 guess all summed up, here is my message: 1 felt good at
the end of last year that the program had benefitted me,
that 1 had learned from its people. 1 shared that with you
in June - however, it was flat for me somehow - my reaction,
1 mean - not exciting anyway, just matter of fact., 1 think
that's because 1 was too ciose to it all and maybe too tired
" running around finishing up. A lot 3eems more valuable to
me - and maybe 1 wias saying this to myself unconsciously
last June - "sure, it was a significant year, but that's
because you just spent a year of your life doing it; how
significant will it be to you a year from now or two years -
will you still hear the people you were involved with speak-
ing their messages, making their values clear? The fact
that 1 got such a clear picture a few weeks ago attests to
the fact that a year later it all seems to have gained in
significance. 1'm glad of that, 1 think we alr worked hard
to make it so. Thanks.

This kind of feedback 15 heartening to university faculty
who are gometimes at a loss to see the immediate impact of a
‘preparation program for students. Our experience continues to
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point up the observation made so clearly in the above 1etter. R
that it frequently takes some time and distance for the graduates '
of our program to begin internalizing their experience and acting '
upon the beliefs, concepts and techniques to Hhiuh they were |
exposed.

Implementing Open Classroons

In our focus on the preparation of teachers, we adhere to
what could be called an "open education" approach, By this we
mean an environment in which edch’individual has a great deal to
sdy about determining his learning needs and ways in which he can:
meet these needs. An integral part of functfonirg in &n opén -
setting 1s the opportunity for developing interpersonal ralation.
ships and relationship ekills. By virtue of '"1living" and learn-"
ing in such close proximity to others offers a unique opportunity -
for group learning, Obviously, one's willingness to be active =
and self-directed in an open setting determines in large medsurs -
the success of this environment. e

In keeping with one of our strongest beliefs that & prepa-:
ration program can present a process to prospective teachers that::
represents a point of view and sets of behaviors that have direct:
relgvance for how one functions with children, the staff encourag
ed an open education approach for both our trainees and the
children with whom they worked, :

One example of an Open Classrosm for Children with Special Néedq

A graduate of our preparation program taught a group of -15
primary level children labeled "educable retarded" in a public °
school program. These children exhibited a wide range of diffi. -
culties--physical (speech, hearing), learning and emotional., s -
part of her program the children were each assigned to a homeroom :
and reported to it first in the morning. As a beginning way to "=
make a child feel part of the school this can be useful. Once -
with this teacher, a number of the children spent varfous amountsfj
of time in other rooms for different activities, B

The following is the description of the activities engaggd-.f
in by this teacher and the children during one morning, Embedde
within thig "typical® morning are a number of characteristics we
have come to associate with open education. These will be dis«,
cussed following this description of the morning.

The room is large and bright, divided into areas by movgbleﬁ1
partitions.,- There is & wide range of materials around the
room: maybe 50 Easy-to-Read books, a lot of magazines,
records, manipulative things (blocks, puzzles, Lincoln Logs,
some toys), art supplies, film strips and machine, tape '
. recorder, games, puppet stage, etc, There were teacher- made~f
materials (mostly phonics and math) and a lot of child ‘
posters and books and art products on the walls, ILn general.
the content represented a wide range of approachesf-from -
basal series and dittos to children's paperbacks afd games.
The "rules" on the wall were the following: :
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8:30

8:40

8:50

9:00

9:10
9:12

No shouting} no running..

Pick up after playing.

Stay out of other's desks.
Remember we all have feelings.

Children come in. Teacher asks them to go to home-
rooms. One child stays. Other children say, "It
isn't fair." Teacher says, "Do you know why she
stays? Because she gets afraid of other children.
You have friends in your homeroom." Child, "She
doesn't have friends?" '"No." Children leava.

Children come back in. They find their desks. The
teacher says they will rearrange them when all the
children are here. Teacher, ""You can have free time."
Child says, '"No, let's do work now." This child has
cleft palate and 1s hard to understand. Teacher says,
"1t helps if you show me when I can't understand." He
says, "OK" and shows her., Other children also tell
her what he's saying.

Child takes turn selecting and putting day's words on
board: thouse, people, ape, clothes, ABCs, colors,
dwarf, bear. Children all doing different things--
blocks, copying words, lots of talking--most of them.

One child crying. Teacher says, '"What's the matter?"
Child next to the c¢rying child echoes, "What's the
matter?" Another child says, "He's always crying. He
gets mad when...".

-A. asks teacher about meeting with her mother. Teacher

says her mother said A. could dress herself now.

Teacher meets at small table behind screen with two
children. Three others come over. A high school
student comes in. Child says to me (observer), "meet
her, She helps me with my work." She (high school
student) s{ts and works with the child. Children work;
they are copying words from the bnard, reading, or
playing games. Teacher works alune with a child doing
math, Teacher talks with childcen about physical
hurts, wipas noses, etc.j they come over to her while
she {s "tutoring.”

Another child comes in. She begins looking at a book
and reading. .

Two children leave to go to another room.

Another child ccmes in. Teacher talks with four
children re schedule--who goes where, when. High
school student playing math card game with G, Teacher
says, "G. 1s going to finish this game and then he's
going to do some work for me. Right, G.?" Two other
children doing writing lesson and math papers--a lot
of talking and walking., Teacher gets out a record;
several children ask her whose it is. She says, "It's
mine, 1 thought it was my turn to bring one in." One
child asks if {t is the teacher's record or her

87




9:20

9:25

9:33

9:40

~ huébénd's. She gays it balongs to them both., She

" high school student comes in. Teacher gets children

had written words to song on big paper. One child’
tutns pages. Three children stand in front and slng
"Moonshadow.'' Obviously, had doné this before. A.and
G. sing, A. dances. "Play it again." She does.

Several children focus on the clock, checking when to 7*
go to other rooms. Teacher sits with the high school
student, G. working on mathj she holds G, on her lap.;a
Child asks, “when are we going to play the game?'
Teacher, "avout five minutes." L

Teacher sets up game (all children sitting with her
except J, who is looking at a book and says no when
the teacher goes over to Invite him). ‘

Teacher. "It's a guessing game." (She had put a -
number of ftems in a cloth bag,). "Why can't you
tell what's in the bag?...What's another way you
could find out what's there without seeing 1t?"
Children seem very involved and take turns feeling
objects in the bag. Teacher asks J. again 1f he
wants to play.

Two children leave. Teacher says, “'Bye, see you
later” and continues game with others..."Look at
what is thare. Try to remember which ones 1 *emOVed il

Teacher comet to talk to me {observer). - Child\bn
finish gara ond come over. Teacher asks some ;~1!dren
to finish their work, Child helps put away biccks °
without being asked. Teacher says to A., "“Maybe you
could help, too." G. tries to use J.'s mirror; J,
takes it back. Teacher says to G., "You ¢an use mine
That's J.'s and she doesn't want you to usée it." G,
leaves and forgets it; he asks me to brush his hair.’
A. asks teacher to play cards. Two children playing
ball; D. playing cards with A.; J, reading; B. playing -
math matching game that teacher made; two children ¢
doing puzzles alone. S

Teacher says, "D., Miss dcesn't like to see balls
in the school building. We'll both get into trouble.
How about getting out the bowling pins?" He jJuit says,
"awy" and plays with small ball. Teacher says, "OK,

put the ball in your locker, D.". S

A. brought {n Richard Scary's Best Storybooks. New

together, reads story. Children still active.

Teacher walks, reading. Asks T. not to bang. (Two
children have hiding places in cabinets covered by .=
posters--they are in and out of hiding place.) Teacher:
involves G., who is hiding and making noise, by asking?
‘him to roar for the lion {n the book. She says, "G. ' -

so he can see book.

ihas the best roar!" After thjt, G. comes out and sitaf

A. says, "I wish you Wouldn't .read any more." Teac er;
says, '"You don't like me to read your book." o
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10:00

10:15

10:34

10:45

10: 50

11:00

e
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Teacher announces, "Five more minutes and we'll have
a spack." '

G. comes over and imitates the teacher, asking me
(observer) to play "What's in the Bag?"

Two children ask the teacher to read them a book
about baseball:. She sits with them and reads.

Snack. Some children have brought their own and
teacher has graham cracker for others.

Recess., Teacher says children can go out but don't
have to. Most children decided to stay inside with
the high school student. The teacher and I get a
cup of tea and come back to the roomj; the children
stand or sit near us, talking.,

School bell., Teacher gets small group together to
do the Talking Alphabet; she puts the record on and
the three children sit with the high school student
and do it,

Teacher then gets three girls and plays a phonics
game with them (she had made the game).

Teacher, "D., either you sit with us or go back to
what you were doing and not interrupt."

Teacher goes to the board and shows six children how
to play tic-tac-toe by playing it with B, 'Do you
understand? No? Let's try f{t again." Several
children then play together at the board.

D. asks again about moving the desks; wants it "like
the beginning of the year." Teacher says, 'Let’s
make a map of how it was then." She gets a large
sheet of paper.

S. asks teacher for time with N., the second high
school student. The teacher says, "A, has special

time with her, but maybe A. could share? 4., "Noi
Teacher, "It's hard to share someone you like so much.,"

N., high school student, arrives. Teacher says, "N,,
we have a problem,;" re A.'s concern. Somehow this was
resolved and N, Made puppets with three girls. Teacher
to A., "When we do things together, we can’t always
have them just the way we want them."

Children positioning their desk preferences on map of
the room.

Teacher asks children to clean up and get ready to ses
Electric Company on TV. (Three children are making
puppets, J. playing with maguets.) Two ¢hildren are
pretending to fight, Teacher, "G, and J., that
doesn't look very good. Stop." Two children leave to
help the gym teacher. v

J. watching Family Affair (TV). Four children making
puppets. Onefchild playing with blocks. I {obsefver)
talk to two bpys. Teacher does a puzzle with G.
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11:20 M, going to Maine. Teacher gets maps for him. J.
wants to put thread around room. Teacher says, ''You
know why you can't do that, because it is 80 thin that: -
someons could run into it and not see and hurt them-
selves." We talk a little. Teacher says to some
children, "1'11l put these dittos out after lunch and
you can take what you want." J,, "Can I take one now?".’
“Of course."” Teacher sees G. reading a book and goes
over and talks with him about {it.

11:30 Lunch. First children go. B. calls lunch roll. O.
brought in news clipping.. Teacher reads it to him.
Then we go to lunch, (Teacher has half-hour),
Teacher Comments:

In response to questions, the teacher of this classroom said:

"1 would describe the children's behavior as approximating ;
normal children except that they are immature, developmentally .
behind others of their chronological age... My general goal ..
for the classroom was to prove that these children are just ag:
capable as other children i{n terms of day-to-day functioning.
1 felt the children were expected not to do much of anything =
and they would welcome the chance to be like others... I felt:
the children needed to have as much to say about their class
as 1 did and other people did."

Observer Comments:

"1 felt that there was a great deal of room for children to
initiate activities for themselves and with others (including -
the teacher). A number of the children asked the teacher '
(and high school students) to do specific things with them

(read, play card game, etc.). 90% of the time was open for .
children to make choices about what they wanted to do. Often, -
the teacher made a suggestion or initiated some kind of con-

tent, but the children could take it or leave i1t. Children «
initiated much of the content of the day--for individuals and -
to a lesser extent for the group (mar of room). c

There is a kind of teacher-established routine, although it
didn't seem arbitrary; everytuing flowed. If the teacher
hadn't shown me the schedule, I don't know that 1 would have
thought of it as a schedule.

The group experiences were more teacher-digected, although in: f
all cases the children were very active (What's in the Bag,
Show and Tell). Children talked much more than the teacher
did, She initiated pne-to-one things with kids, often around
skills. Children sigmed to enjoy {t.

1 saw no negative/overtly resistive interactions regarding
content., 1f they didn't want to participate, teacher left
them alone, although she did extend invitation three times.

The children seemed to respond favorably to routine, were
eager to "work" this A.M. While the room 4and 1ts contents re-
flected a concern with skills, the feeling was certainly not
one of something being forced down the children's throats.
Q
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“They seemed to see the skill things (the easier thinge anywéy),
as play. .

Feelings were mentioned a lot by both children and teacher,
One rule on wall stated: 'We've all got feelings!" Teacher
éeemed to convey an attitude of acceptance. I can't re-
member her using the tems "good-bad”., She recognized
children a lot, tried to include everybody, said goodbye and
hello as each child came and went in the voom. She just
didn't seem judgmental to me.

A lot of transitions with children in and out, and they
seemed to handle it well. Teacher gave a lot of time
notices, warnings: "In five minutes we'll do this; in five
minutes G. has to go to gym."* I felt good there. Children
seemed happy. The room was noisy, busy and active. Children
seemed to feel good about each other and about the teacher."

The above excerpt highlights a variety of teacher behaviors
.which aid children with special needs and which are often seen in
open classrooms. For example, a set of these behaviors have to
do with the nature of the inter-personal contacts between teacher
and child. This particular tcacher tended to ask children
questions, not of & rhetorical nature, but having to do with
information-seeking and fostering inquiry.

Example: 1In the incident in which the teacher allows one
child to remain 4n her room while she asks others
to check into tieir homercoms, some children
objected to ona child staying. She responded by
asking, '"Do you know why _he stays?" And then
offers an explanation.

1t is of interest to note that her explanation is not of a
bureaucratic nature, but deals frankly with the child's feelings,
helping the others to empathize with this one child. The develop-
ment of a classroom climate which fosters caring of one child for
another and facilitates empathetic reactions is a vital focus and
has great implications for those teachers and children involved
in mainstreaming activities. It is of importance, because in
regular classrooms we are frequently dealing with attitudes and
concerns that children (and teachers) may have about each other.
Frankness, openness, and more importantly a process for respond-
ing to these concerns is necessary. For this teacher, she spent
a good portion of her time talking with children,

Her conversations with the children had many purposes. For
example, she would help children define the use of their time

. {talking with four children regarding their schedule); ask

children to clarify so she can understand them ("It helps if you
show me when I can't understand"); encourages children to assist
each other (" Maybe you could heip").

A second category of her responses has to do with the inter-
action of the c¢hild, teacher, and curriculum materials. For
example, late in the morning she made contact with one child, who
was going to Maine with his femily. She located some maps for
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him. A reading of the morning activities points up the great
range of {nterpersonal, as well as curriculum, encounters between
teacher and child,

A third aspect has to do with the use of human resources in
the classroom. This teacher and many others involved in open :
education value the utilization of other adults assisting in the
room. In this instance, high school studenis were part of the
learning environment. Also, this teacher makes use of other
children in the classroom as helpers of their peers. This notion
of children helping other children has great potential value in
integrated classrooms.

Those educators adhering to an open education approach to
responding to the needs ot children with special needs tend to
believe in the potential for growth residing within each child.

We are attempting to challenge a lot of assumptions about the
needs of handicapped children and the conditions most facilitative
of their learning.

Open Education for Emotionally Disturbed Children

Open education approaches are currently being explored in
regular education. There is much within this point of view which
recommends its application to work with troubled children. Open
education speaks to the basic humanity in everyone. 1t recognizes
the growth potential residing in each person as he moves toward
his goal »f self-realization. 1t attempts t¢ impose less and exs
plore more. The reader is urged to seriously consider both the
human and educational implications of open education since our
greatest rcsource is people and the development of each child and
adult's effort to move toward his personal goal of self actual.

v lation.,

Special education has a long history of concern for the in-
tellectual and emotional development of children. This concern
has grown out ~f a combination of actual needs of children and a
set of belfefs, values, and attitudes that specify the directions
in which children should move. The present emphasis on educating
emotionally disturbed children, particularly those children in
urban centers, has brought special educators to focus on many
children whosc problems, needs, and concerns fall into less classi-
cal and clinical categories. They are children and youth who are
not fitting the existing structure of public school programs, and
it 1s not clear what the proper interventions ought to be once
they are in programs,

Due to the escalating expense of residential and institution-
al programs, the overwhelming number of children remain in school
and community based programs. Furthermore, in recent years edu-
cators of disturbed children have seen the special class as some-
what limiting {1 that it often tended to be the only programming
intervention within the public schools. There is a decided trend
toward resource teacher approaches which emphasize keeping a child

*Reprinted from Exceptional Children, Feb.; 1973, Vol. 39, No. S,
pp. 358-365, by Peter Knoblock,
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in a regular classroom and ultimately redefining and restructuring
the classroom.

This article discusses open education for emotionally dis-
tutbed children as one alternative to redefining classrooms. Cone
ceptualizing and implementing open education concerns values and
beliefs about children and learning, as well as processes for sup-
porting the growth of children.

Presently, there is a growing number of articles about open
.education. The term itself reflects the {nfluence of British
primary education, often in statements concetrning their Infant
Schools (Weber, 1971). Open education has often been associated
with "informal classrooms" (Rathbone, 1971) and "open classrooms'
(Kohl, 1970) and has been referred to as the “integrated day" or
the "Leicestershire model,"

Regardless of the name, there is an overriding belief in the
growth potential of children and, in this case, of children called
emotionally disturbed. There is a strong humanistic component to
open education--the child is valued for what is already inside of
him and {8 not seen from the perspective of a deffciency model:

1f we want to be helpers, counselors, teachers, guiders,
or psychotherapists, what we must do is to accept the
person and help him learn vhat kind of person he is
already., What is his style, what are his aptitudes,

what 18 he good for, not good for, what can we build

upon, what are his good raw materials, his gcod poten-
tialities? We would be non-threatening and would supply
an atmosphere of acceptance of the child's nature which
reduces fear, anxiety and defense to the minimum possible.
Above all, we would care for the child, that {s enjoy him
and his growth and self-actualization (Maslow, 1968, p. 693),

~ Open education then is part of a focus on a more humanistic
approach to the education of children. Needless to say, there
are many opinions on what constitutes open education.

What is Open Education%

Open education strives to be what its name states--open to
all those participating in the environment. 7lhere i{s an oppor-
tunity for each person, child, and adult to have something to say
. about what 1s done and why it is donu.

Democratic Practices

Our experiences during the past 10 years in developing more
open learning environments for the preparation of teachers and
for the education of children and youth have convinced uz that
“this 15 a model for a dynamic society. Open education can offer
. & way of spending time together which enhances the learning and
development of everyone in that environment and at the same time
lets each person live in au environment which fosters democratic
:-principles (Sudbury Valley School, 1970).

P o e 93




.ERIC

[AFuiToxt Provided by ERIC

These principles involve (a) respecting and valuing the indi.
vidual rights of each person, (b) viewlng the learning environment
as a community in which those who are directly involved have coh-
trol over what happens to them, and (c) guaranteeing equal oppot.
tunity without bias against the skille, viewpoint, or goals of
each learner in the environment. These values are rooted deuply
in our past and in our present rhetoric, and {t 1§ conceivable
that learning environments can honestly reflect these values.

Psychological Propositions

Open education 1s also a set of psychological propositions
about how children learn. In her recent book, The English Infant
School and Informal Education, Weber (1971) specified three such
propositions:

1.  Each child learns differently and has his own schedule and
strategy for learning.

2. Children learn optimally in a rich aﬁd complex environment
which encourages exploration. )

3. Children learn best #n a self directed fashion and in an en-
vironment which fostars their interaction with learning
materfals and with other people.

There are undoubtedly other psychological propositions whicii
are equally relevant (Holt, 1967; Rogers, 1969; Featherstone,
1971) but those of Weber's point out the relationship between the
values cited above and their translation into propositiuns about
learning.

Set of Practices

This relat{onship becomes even more clear when open educatfon
1s seen as a set of practices which tends to reflect the above
values and propositions. 1In literature on education it is unpre-
cedented to have so many detailed descriptions of actual classroom
practices and interactions between teachers and children (Dennison,
1969; Herndon, 1971). Since a summary of these practices would
be difficult, the reader is encouraged to read Rathbone's (1971)
discussion of the implicit rationale of the open education class.
room and Barth's (1971) discussion of the assumptions open edu-
cators make about children's learning. There are certain
practices which find high visibility in many open classrooms. 1n
an effort to convey what actually happens in open classrooms, a
brief analysis of the bahaviors and interactions of children and
teachers follows.

Child Behaviors. The following list is representative of a wide
variety of child behaviors encouraged {n open education settings
(Knoblock, 1970):

+ A premium would be placed on the learning becoming
t self directed, Depending on the psychosocial develop-
¢ ment of the child and his interests, the environment
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of the classroom should allow him as much self choice about
what he should learn and how he should learn it,

+ Children ace encouraged =0 specify their learning neceds and
interests and seek ways to meet these needs.

« Children engaga in exploratory activity in an attempt to
find the relationship between themsolves and the materials
in theix environment.

« Children spend time with othev children assisting them in

learning activities and engaging in a variety of play
activities,

+ Children offer feedback to teachers, parents, and others
concerning the viability of thg learning environment.

+ Children evaluate their own progress and contribute to the
charting and analysis of thefr activities.

Children play a vital role in working out their problems,
disagreements, and conflicts with other children and adults.

Teacher behaviors. Insights have been gained into the behaviors
engaged in by teachers within open settings. Thrce followup
studies of Syracuse University graduates have provided valuable
information on what classroom teachers are actually dofng with
troubled children in open education environments, The following
observations have been made in such settings:

. Adults function as partners and facilitators of children's
learning. There is a tendency to respond to individual
children and small groups.

+ Adults function as organizers of the learning resources
(materials, adults, and other children), making such
resources known and available to the children.

. Frequently, the adults will design learning activitics
and encourage children to participete in them, There are
a variety of teacher behaviors having to do with the
initiation of sctivities. 1In one classroom 1 observed
that a teacher had certain time periods for designated
activities--fres choice, reading, math vocabulary develop-
ment, or playground. Within several of these activities
the teacher encouraged children to pursue the activity or
task (finding words that begin with th, cr, etc.) in their
own way.

+ Teachers tend to ask many questions of the children and
encourage them to solve problems rather than ask for or
accept aaswers from adults.

. Teachers often view themse'ves as resourcer and catalysts
for learning for the children and other adults. This implies
that teachers need to be explicit about their skills and
interests so that their skills can be used more efficiently.
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Teachars «¢xpend considerable energy assisting the children
in committing their tima and in setting reasonable and
realistic goals fur themoelves.

YBehavior! of Curriculum Materials

The use of materiale forms an integral part of open education
learning environments. 1In a sense, these materials behave and
speak to children and adults. In choosing materials, open edu-
cators typically prefer those that are more open ended, such as
the activity hased science approach of the Elementary Science
Study under the direction of the Educational Development Center
(EDC), the mathematics orientation of Biggs and MacLean (1969),
and the reading approash known as reading through experience (Lee
& Allen, 1963). This 1ist i{s not all inclusive, since many
teachers and children develop their own materials. In any event,
the materials used tend to ask something of the learner. They are
active and do not encourage passive encounters,

Open educators are intrigued with experientially based learn-
ing in which the child interacts with the learning maturial {n a
satisfying and thought provoking fashion (Hawkins, 1471)., This
"messing about" in a subject matter is often a persoral matter,
but it 1s thought essential to bring children and con¢rete learn-
ing materials into contact with each other.

One final comment or the use of instructional materials needs
to be made, Learners and materials function optimally in learning
environments that are arranged and designed to facilitate learning
and communication between the child and his materials, i.oom ar-
rangements, schools, cornars of rooms, and so on all convey differ-
ent messages to the child. In informal classrooms the expectation
is that space will entice and respord to the creative urge of
children and that it will vespcnd to the varying needs tor activi.
ty, exploration, and solivude (Hall, 1969; Sommer, 1969), ‘

Responses to Children's Concerns

The point of view argued for i{n this article takes issue with
ary Msting of characteristict of disturbed children. On & deeper '
ievel, there is the philosophical concern over the use of the label’
cmotionally disturbed and the educational relevance of employing
dtscturbanca as a concept. Nevertheless, my experieuce during the
past decad: in focusing on children and youth in urban settings
has brought me into contact with a variety of concerns and be-
haviors, '

1 have long believed in a psychoeducational model of teecher
preparation and education of troubled children (Long, Morse, &
Newman, 1971). Over the years at Syracuse University we have
tried in our teacher preparation program to conceptualize and
operationalize what {8 meant by this model (Knoblock & Garcea,
1969; Knoblock, 1971).

This prasent effort to explore open education for troubled
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children 18, in my opinion, a logical extension of the paycho-
educationsal model. The tenets of this model apply to open edu-
cation, and in fact, by creating an open environment we may be en-
hancing the opportunity to implement approaches commonly thought
of as psycho-educational. For example, both models advocate the
integration of affect and content in the classroom. Both rely on
acknowledging and responding to the feelings and behaviors of
children. Both respond to the readiness levels of children for
the {mplementation of academic skill devalopment, Both balieve
that often learning will take place only if it is put in the con-
text of relationships and only 1f the learner feels good enough
about himself as & learner and person., Other parallels could be
found, but the important point may be that open education ap-
proaches provide a learning environment in which the teacher can
truly function as a diagnostician {n the sense of seeing children
operate in a variety of activities and with many other individuals.

Our ¢linical experience and extensive interviewing of troubled
children has led us to focus on five concerns of these children.
Thete are not meant to summar! “e a disturbed child but should be
jeen a5 examples of core concerns sufficiently troublesome to
cduse some children to act upon them, Many schools in turn have
responded to these behaviors and feelings of troubled children.
-Borton (1970) discussed student concerns and focused on relation-
ship concerns, self identity, and control concerns (a student's
sense of his visibility and impact {n the world), In many ways
Table 1 and the following discussion incorporate some of the same

. concerns that Borton made reference to.

Conflict with Authority

The power relationships between teachers and children has
tended to erode the potential for learning in many school environ-
ments. The win-lose focus of many teachers and children is no
solutiony no one wins in the ultimate sense. Informal classrooms
(another designation under open education) tend to be places in
which the participants want to be. This alone can contribute to
a sense of ownership for what happens. When we take pride in our
environments, we tend to make a commitment to working problems
through. 1In our learning environment for children we focused on
¢hildren and youth excluded from school. Initially, some students
.experienced considerable difficulty with the freedom and the
choices. Adults functioned {n ways which helped them become com-
fortable and active. To be sure, concerns existed between adults
and children, but these became personal and intimate and had less
to do with adults as roles or as authorities with control over
‘them, Once contact between child and adult is put in the context

_of & reldtionship, there 18 an even greater opportunity to respond
.to 1ssues of limit-setting, aggression, and interpersonal concerns
that invariably spring up in the classrooms.

Moving Away from Others, Self, and Inner Concetns

Traditional education has placed a premium on children's be-
coning dependent on the adult, and in turn, there has been a dimi-
nution {n many children's willingness and ability to be active in
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TABLE

1

Concerns of Troubled Children and the Response of Open Education

Concerns of troubled children

Responsa of oren education

Conflict with authority

Tendency to move away from
people and concerns; an un-
willingness and inability to
capitalize on their
resources.

Concern with establishing
relationships with adults who
are trustworthy,

Feelings of loss of control
over their own feelings and
their learning environments.

Deep feelings of inadequacy
leading to negative self
concepts.,

Nonauthorf tarian adults and
environtents in which less is
decided for the child and more
is done with him,

Emphasis placed on providing
support to the child for becom-
ing more active in self defin-
ing; provision of an environ:
ment that holds appeal to the
child.

Adults who firmly believe in
the growth potential of
children and communicate this
in words and practices. '

Mutuality between all partici-
pants in the learning environ-
ment thus enhancing active par-
ticipation; respinse to the
feelings and emotions of

chi ldren.

Provisions for a variety of
activities and behaviors which
siupply the child with many ways.
to self evaluate.
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their own behalf., Disturbed children are frequently described
48 having behavior problems, but there is also a heavy prepondet-
ance of children who become passive learners and function below
their potential in learning activities.

Open education offers many forms of support to the child in
an effort to put him on a path toward self realization, Basic to
this support is developing an environment which appeals to child-
rén. Such aspects of learning materials which respond to the
variety of children's learning styles, opportunities to manipu-
late materials and to engage in experientially-based learning,
cholces of what to learn and when to learn it, and an opportunity
to have a voice on how time is spent all contribute to a child's
becoming more intrinsi¢ally motivated to partake in his learning
environment and to shape it in productive ways.

Establishing Adult Relationships

There 18 much in the behavior of adults in open education
environments which reassures the child that he and the adult can
trust each other. The teachers believe that direct experience is
essential, and therefore, the child is asked less frequently to
believe on faith that a particular subject matter or activity is
important., He has a chance to experience it himself, to modify
it, and to decide how and where it fits in this "curriculum".
Writers who feel deeply about children, such as Redl and Wineman
(1951), Cole (1970), and Rothman (1970), have shown how each
child carries with him his own "curriculum" in the form of skills
and observations of adults and other children.

Open education values each child's agenda and hopes to en-
able the child to build on his own personal agenda, 1f a child
ts involved in karate, an entire curriculum can be built around
this activity ranging from learning self control, to learning
physics, to buying boards whicih are used to break in half, to
following systematic procedures, to reading karate books and

-magazines, and so on.

Furthermore, each child learns that the adults are not in-
volved in the external evaluation of his performance. Adults in
‘this environment make the assumption that knowledge is idio-
syncratic and, therefore, highly personal. Thus, no one can
truly judge whether one child's learning is "better" than an-
other’s, Also, the adult is seen by the child as a person who
can also be turned on to learning.

Finally, the entire issue of trust is looked at and explored
by those in open education environments. The participants ex-
plore this concern in a variety of ways--discussions, group meet-
ings, and perhaps most significantly of all, observation of daily
behaviors of adults who communicate an unconditional positive
dcceptance of who the child is and what he does.

Feelings of Loss of Control

The literature is filled with descriptions vf children whose
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feelings of powerlessness mire them in confusion, lethargy, and
solf doubt. 1In open education classrooms one of the first
processas engaged in by teachers and children is that of develop-
ing & learning community in which & partnership exists between
all those present. We begin by assuming that in any group of
children and adults there 1s an extensive reservoir of resources
and skills. If we accept this assumption then our goal 18 to
assist participants in specifying both their learning needs and
resources,

In this learning community there is greater probability of
a child becoming {nvolved in an activity reflecting hie strength, -
as well as his limitations. 1t makes sense that one is more open
to risk taking and engaging in learning activities i{n which he
experiences difficulty, as in reading, 1f he has experienced
8uccess and a response in activities he does well,

A child learns he 18 not aleone but is surrounded by a varie-
ty of adults. He can choose thuse with whom he 1s comfortable or
those who can serve as resources to him. Open educaters believe -
that many adults are needed to populate any learning environment, '
To rely on one teachsr to tvansnit all that is necessary is to
ignore tha buvden such & role places on that teacher,

Again, the fecliny s 1 ¢oncarns each child may have about
his powerlessness are maue & legi.imate focus of his time in the
classroon. By combining an approach which offers internally de-
fined success and adults and children with whom he can talk, a
child will come to feel a measure of control over his school and
personal life,

Feelinrs of Inadequacy

Sensitive practitioners realize that how a child feels about
himself is central to his engaging in learning activities. Open
éducation acknowledges this concern and purposively sets about to
create a responsive environment. Open educators typically ask
troubled children to respond to the rules, to others, even to
themselves, but it is imperative that a responsive environment be
provided in which they can try out new skills, feelings, and be-
haviors. It is in the creation of a responsive and diverse en-
vironment tha: open educators hope to assist children in viewing
themselves more positively,

Frequently, a child's negative evaluation of himself in
school comes about because he either defines himself in narrow
and rigid ways ("1'm no good in math") or because the school sets
up an expectation of him in equally narrow terms, In open edu- ‘
cation the expectation {s that the child will be exposed to a
variety of ways to "do math" and hence will have more opportunity
to see himself in positive ways. Open educators enccurage
children to view themselves rot as good or bad but rather to dig-
cover thelr strengths, as well as their limitations,
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An Environment for Everyone

Spacial education itterature is filled with information
about programs for handicapped children. What seems to be miss-
ing are programs that are responsive to the adults as well as the
children. Open education approaches offer us an environment in
which teachers, as well as children, can represent themselves as
learners, 1t seems imperative for adults to also function as
curfous and vitally alive human beings in their learntng environ.
ments, We have all experienced teachers who urged us onward to
more efficient learning but who seemed drained of their own
spontaneity.

In an open learning environment one of the major interven-
tions a teacher can have 18 to present hiuself as an individual
who 18 open to inquiry and knowledge seeking on his own. This
can be seen when a teacher delves Into a content area with a child
and together they attempt to master the concepts.

There are many parallels between what occurs for teachers and
for children in open education environments. Two of these are the
need for communication in a learning community and the need for a
focus on personal growth,

Need for Communication

During the past several years I have been involved with
groups of teachers of troubled children. 1In one effort to find
out the kinds of concerns teachers were experiencing, my associ-
ates and 1 designed a series of group meetings in which a small
"group of teachers shared their experiences with each other, We .
" tape recorded each of our sessions, and along with an analysis of
our meetings, extensive verbatim comments of the teachers were
“included in our statement. A colleague and 1 have written a book
about this experience titled, The Lonely Teacher (Knoblock &
.-Goldstein, 1971). The experience was profourd because it helped
_me realize that any learning environnent i8 incomplete unless the
needs and concerns of teachers, as well as c¢hildren, are valued
and responded to. More and more teachers are row coming forward
and talking about their isolation and their need tc have contact
. with other adults in a learning and sharing relationship.

; Open education is attempting to '"re-people" the learning en-
vironment so that there are many adults who can respond as re-
sources and catalysts for others, including other adults. Having
& variety of adults with different skills enhances the probability
. that everyone will find some others with whom to relate and com-
municate, The role and authority dilemmas faced by so many
teachers are dispersed and shared with other adults and children.

Focus on Personal Growth

- Open education environments encourage teachers to examine
their own concerns and personal growth, The freedom represented
{n open education offers an unparalled opportunity for a teacher
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to explore his own behavior.

The following statement is from one of our Syracuse Uni-
versity graduate students involved in creating an open setting in
our Shonnard Street School Program (Knoblock et al., 1972). This
student is responding to a question regarding how she felt about
the freedom she experienced this year:

The freedom of this project to me means an acceptance of
each person--student or staff--for what he is, where ha
is and where he wishes to go. There seems to be an im-
plicit trust in each of us that we know what is best for
ourselves--and that there are people around to help us
figure it out, to give us a lot of feedback on our think-
ing, acting, relating, behaving, etc.; that this kind of
feedback is given and asked for freely--there are no
strings attached (e.g., grades) nor pressures to do or be
a certain way«-that with this kind of freedom we will
come to trust ourselves more and be more ourselves and
that this {s learning and growing.

In general 1'm feeling very good about this kind of
freedom. At times 1 feel scared, wondering where I'm
going with all this, if 1'm really OX or if 1'u really
just blowing the year. BDut these fears don't seem to be
nearly at¢ prevalent as ny feelings of excitenent and joy
in finding this kind of freecdom.

1 think 1've really felt this freedom--this acceptance
of where I am and where 1 need to go. 1've let go of a
lot of reins 1 had on myself and am allowing myself to
feel and experience all kinds of things 1've never felt
or experienced before. 1 feel like l've almost gone
wild in a sense, because 1'm doing so little reading and
scudyfng--but I've been doing a great deal of thinking
and talking with people--and feel confident that 1 will
again read and study--now because I want to and not
because 1 have to (p. 11).

In the above quote one sees & young woman with a& remarkable
degree of insight into her changing needs and a willingness to
assume responsibility for her decisions., Significant in her
statement is a strong flavor of a learner--someone searching for
more congruent ways for her behaviors to match her needs. This
person and many others involved in open education look forward to
a lifetime of learning in which they develop a procese for learn-
ing. Each year {s seen as just that--a year along the way to un-
limited opportunities for personal growth and fulfillment.
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Seaft Rolet

,53taff memberc aluume a variety of roles in a progran such as -
‘Some roles have depended upon the personal style of the

r ‘ As all members ot the group i
[ , content. 80 were staff members. But often :
tett members initiated more freely and frequently around content.
ey shared their knowledgs of community resources and made
psentations in areas of their expertise that they felt wers
valuable to teachers. They also helped trainees plan content; In
\ddition tha gtaff . provigioned the environment in a rich manner
books, articles, films, and materials to be utilized for both
lldren and adults. : L C S s

e | ; :

2:"'The £irst day baek 1n the second semester Peter o

~ brought in-Maslow and Erikson materials he had .

;f prepared. He said, "I did this stnce people were

~~interested in- interventions. Do you feel up to
dotng it nowtt S

a otaff member: o
‘Today was the diacussion on Sex Roles. 1 had met

‘.ﬂ,previously other members of the planning group and

- we had talked about different areas we could cover

©and about using a small group approach. 1 brought
~4in 4 articles covering different aspects (e.g.,

sex role stereotyping in schools, '"non-conscious

- ideology" paper by the Bems, etc.). a list of

- questions to think and talk about, and some feminist
books and magazines (Ms.). We split into 3 groups
and there were very active discussions - about

wmartiage, personal issues, sexism in our group, etc.
Then we came back together for a while. It seemed

~as 1f the conversation was really relevant: every-

one talked."

: ugerv;sson of Teaching and Fegdbac « Staff members tried

0 yvospond to trainees about their feulings and behavior with
hildron and adults. Sometimes this was done in & formal vay
i.e.; a particular trainee was assigned staff person X as super-
“vigor and they meet at a regular tim-). This format worked most
¢cessfully when both staff petson and trainee had a choice in
the: asgignment; then personalities seemed to be more matched.
This was also done informally after participation in activities
“with trainees and children and in group discussions. Staff input
ar!ed again with the staff's personal styles.

From a staff member in early Novembeg. “"L. says she feels
passive. She doesn't want only the one-to-one time with
D«s that it's too frustrating. She would do group stuff
with her, She feels things are too ambiguuus; there are
too many possibilities so she is confused and does nothing.
She would like some structure, a routine. 1 mentioned that
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SUperviuion Seasion :

last year trainees had been responsible for planning aome
activities on certain days. She liked that. 1 also sug
~_gested the outreach thing - films, trips {nto the communi
gtc. . She 1s going to talk with the kids this P.M, and may
raise some of these concerns."

From a traineg: '"One o£ my most positive experiences with
adults was supervision time with $. 1 can think of parti, .
lar times when I felt we really worked together to come up-
with ways for mé to attack problems with R., his family or
school situation. 1 can also think of times 1 felt so good
just being able to express my feelings with him and fee him‘
to be a cupportive listener." B

Counseling/histening. The line between supervision and couns
seling is often very narrow in a program that encourages a focus.
on personal growth, - Many of the relationships between staff and’
students have been close ones and involved matters far beyond the
children in the program.

From a staff member: "B, and E. and 1 talked with B, at the
house this #.M. She came prepared to talk and seemed active
and analytical. Feels she and J. need to work some things
out. 1 suggested maybe one of us could help the 2 of them .
talk, Had to keep coming back to it, but not certain B. willj
talk with J,” Somehow when we describe this program as having
a focus on personal growth 1 guess we need to be prepared for
some people taking it very seriously and in fact possibly
becoming {mmobiiized."

From a staff member: 'K, came home with me. She was upset
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with the deciston about the encounter group., And also that
Fo (htr boyfriend) had left today and she had cricd all
_morning, She talked about F., and her family, and group
‘meatings, . i’ L '

xggggg_ggggnag; "Jo mid+January 1 decided to talk to P, and
“E¢ to tell tham what had been happening to me, 1 was terri.
- fled 4t the prospact of being so direct. The night Sefore - . -
-1 got together with P, 1 kept remembering what 1 had heard
hin say #o many times tn our group-that all of us carry =
things around {naide ua that we are horriffed by, but which
~aren't g0 horrible once we share them with peaple who care
about us, He was beautiful, he mostly lietened, reassured
‘Mo of my worth and his vespect for me, reminded me of his -
“own battle with himself, Being honcst had a baptismal .

quality, I was real with him and he knew tt."

_Group Leadership. In a program organized Around a group
focus, the staff member leadership behavior « directive or non-
dixective » cdn set the tone for the program. ln our program
staff planned some inftial activities and made some arrangements
prior to the school year, The extent.to which staff members as-
sume Authority is an important issue. Staff membérs should be
ware of group process and leadership roles that fit their phi-
sophies and styles. Some of the difficulties are described
swhere in this volume, T , o

om a staff member: (in September) "It 1s ghastly diffi.
~cult to bégin in a new group, 1 wanted it to feel 0.K. for
me and others, but everyone was quiet., 1 knaw that later
in the 'ycar we tould be a group but we had to gat there..
Even though 1 felt 1 talked, it was probably 0.K. I tried .
to convey (and I believed it) that the agenda ftems wevre
_tentative and open to out decision as a group. While 1 ..
suppose 1 yould have waited for these ftems to emerge, I -
gueés 1 provided some leadership or direction, Sawe old
~conflict for me: 1 know what some of the things are that
"need" to be focused on, but 1 really do want everyone to
_decide what's to be done."

Erom a trainee: (in June) = For a beginning, a structure
“which zave a starting place, yet allowed for personal
‘Creativity and expression would be good. For example, oh
the first day, 1 was quite anxious when we fust sat around
and tried to talk. We could have done activities,.I think
1t would have been bad {f all these ideas always came from
the staff, but it wouldn‘t have been bad to begin that way "

-~ Demonstratfon With Children. Depending upon personal skills

nd {nterests, staff members could become involved in the program.

ing for children in an active way. One staff member frequenttly
1ized his fnterest in working with children to draw tratnees

n for joint planning; he did much teaching of curriculum and

ounseling approaches while working alongside trainees. He also -

L 11zed those situations for feedback and discussions.
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,;f 8 ' X! "1 felt better then in: eny other Lnntence;

.. of my trying to share my thing. I had thought it out and =
wal ready s motivated by my general excitement re this eer
and tha expactation that people would dig it., The peo| :
were involved and geve lots of poetttve nOnvetbel feed ack -

: tdurtng the leeson.“ i

S rop @ t "1f "a'e language ‘thing vas fer out.; Not only‘ -
:tjtn inf ormatton content but in hte ehertng htmuelf " jrﬁ;

MDBJLAM AC etef! membere e heve hoped to do

v, to act oyt our beliefs and valuss in the program.’ This

¢ meant to us being individuals not roles, and expressing our

opinions and feelings. It has meant betns open and direct, non.

‘authoritarian, trying to look at ourselves as well as others, 1

 has meant responding to others and elao eektng to be responded to,
: 'gtvtng feedbeck and asking for t.’ : »

- 'From a ategf membgr' September. “At times durtng the early
" times together and tonight at the barbecue in the backyerd
I haven't really felt 1ike putting out and takipz tho
initial step. I think very often I would like others to
teke the {nitiative and ask me how I'm doing. As we spenc
more time together this week I sensed more peojle coming v
- out of the background into bolder relief. They took on :,]:(
- gome identities and I wanted to touch them end make contaecig'
1 heve beaun dotng that wi:h more," *

From & traineet I have a lot of respect for P for the
convictions he has about children and how he has put his
“convictions into action in this progrem. 1 aleo feel he,te :
: good at what he does." e , LLrE

‘ Documen;etton and Evaluation. The staff of the program hee (N
v the major tesponsibility for documenting and evaluating the .
- program and the gvowth of persons in the program. - This meant
 conceptualizing a direction in evaluation; collecttng the data
(be 1t logs, diaries from staff and trainees, questionnaires,
tests, feedback about activities); analyzing it; and reporting
all this in some format that is useful to the progrem and :he
publle. :

grom a staff member: “M.A. etudente'ftlled out,preadate~end7;
staff met upstairs. 1t was a good meeting, S.T, (Partiei- .
pant Observer) talked about some of his concerns about the
role and task in the group. We talked about the model and = =
the Joyce book. My observation about students' filling out :
questionnaires is that writing is not everyone's bag and =
perbaps 1t would help. tf we met with people tndtvidually and”
ask them to elaborate on their responses. 1t would be nice .
{f all would write how they feel in detail, but if wa truly

want to capture where thay are then we may need to individus'
alize. The staff discussed ways for us to be involved with -
trainees self-evaluation and how they are meeting their goele.
We agreed not to confuse our needs to have an impact or role °

with their needs. We decided to discuss this with everyone.",




EValuation

S 1In this chapter we doacrtbe the processes of avaluation that
 we have utilized over the last 4 years. We mentfon ovr philo-
“sophical orientation to evaluation and the complexitins and
preblems {n designing an evaluation fov a program such as ours.
1Inoluded also are discussions of major arcas of data-gathering

* (the growth of the traines, the growth of the child, and the eis
91tonment) and methods, ttmins. and aoenta of eva\uation. ‘

. Evsluattons of programs Are done Eor many reasonex to satts-
fy. othors 49 to their investment, to prove & point about a par-
ticular tdea or belief, to have input to change an on-going
process; and to know what is happening and make some guesses as .
to why. At soma point our staff has responded to all of the aboue;;
;-motivations for désigning an evaluative dimension to our program,
But the strongest motives have been the latter two - feadback for =
changa, and understanding of the process, out of curloalty and out‘, Sian
of a need to knOw based on intense involveﬁent., o ; 5 S

, lt ia important to know not only _hg evoluetion but alao what[“

18 to be evaluated, Evaluaiion of training programs can have magy -

focl - the training interventiocns themselves, the growth of the .

ttainee. the change tn the children involved, and change in the

jocial systems/environments that the program touches (schools, Lo

faniites, agencies), Evaluation can be directed toward products .
- process. lt can be short- term or. longitudinal.;~::,x | .

:Hhila the uord "evaluatton" 1mpl£es judgment (ssstgning
value), we have often chosen to focus our efforts on descrigtlog
1.6,y "in what way did the trainee change?" pather than, Yywas

t good, ‘did 1t meet this standard?" Thls descrlption, weé have '
elt, 18 the first step, Based upon what happened (behaviorally,
“the perceptions of persone) we can analyze and asseds, Patricia
Cﬂrlnl (1973) has written about what she calls Mdocumentation as
Approach to evaluation“ - This ts 1n part what we have attempted;

e haVe tried to have our evaluatton methode Eollow the basic
reltefe 0% the program as well as be compatible with its structures.
herefore, 1f we are encouraging trainees to seek their own di.
‘restion {n learning, then exclusively pre-post evaluation measures
degigned by staff would be inappropriatej we could never anticipate
11 the direction in which individual differences in tralnees might
éad. David Hunt (1971) descrtbes this concern:

A trainee centered training program requires intervention
~procedures appropriate for trainees, Taken literally, such

a training program would be developed after the trainees had
been selected, on the basis of trainee characteristics,
Though such literal udaptadnn 1s clearly impossible, the
training progrem nust be kept flexible with numerous optlons
available - (p. 73).

' Additionally we are concerned about documenting and evaluat-
Ling the processes of the learning year, as well as the products,
1t 18 difffcult to determine the nature of these processes without

ettigg observations of a continuous sort that reflect changes at
(S :
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problen-tolvars. Part LI the problen-solving prorass is ho make

“'if,extqrna ~to themsélves. A great deal of this has to do with: tha:

the time of their occurrence. A pre:test/post-test design o
- masdes the observations before the process begins and at the end
- - after it has ceased to function, Because of this process focus,
. -We have usced both periodic (Septembsr-January-June) assossments
- -and continuous records in our program. ST e

" Thirdly, we feel the relevance of evaluation oF trainess 1
- eruzial, We would hope that trainces leave this program-as.

";conﬁcxouq’the evaluation of altexrnatives in akille, attitudes and

“knowledge, Tralnees in most instances ses evaluation efforts ap

difficulity in pre~post designs of giving feedback to the trainge

for fear of endangering the validity of the post measuring, By
; 1qplemen;£ng;g‘conttnuel}evaluatLQn,andiEegdbaek‘proceas,b;ped:
““avaluation of trainee and staff behavioral objectives, as well as

- other personal growth dimensions, this problem of the ;rrqxgvaneg

" of evaluation for the trainees diminishes, .

i Selfsveport data 18 of great value to us, The size of ouy
“sample of trafnees 18 s0 small that group means mean little, so

~we are looking at individuals and change, We see as of greates
 sifnificance the meaning of events and behavior for individuals

- As Carl Rogers (1970) says, LY EAE RS
- "To my way of thinking, this personal, phenomenological
© type of study.-especially when one reads all of the =
responses--i8 far more valuable than the traditional =
- "hard-headed" empirical approach. . This kind of study, -
~often scorned by psychologists as being 'merely self. =
~reports' actually give the deepest insight into what the -
. experience has meant, ' 1t is definitely more valuable than -
_to know that participants did--or 2id not--show a difference
“of ,05 signiticance from a control group of nonpartieipants,
on some scale of doubtful reliability and validity, For me
_this kind of organized, naturalistic study may well be the
most fruttful way of advancing our knowledga in these subtle
- and unknown flelds." (p. 133) BRI R

- Evaluating an individualized training program demands what .
Morse calls "N _of One Research" - very different from traditional
-group data methodologies, We have utilized a case approach, in-
terms of profiles of individual trainees and their changes} the '
descriptive data about them has come Evor gelf-report, behavioral
observation, attitude and skill measures, and feedback from . -
program staff, other trainees, children and supervisory personne

"'So many things happen especially to young persons, which -
are outside the training province. Some of these glve -~
maturity a boost. Other provide such situaticaal strass T
that they contort. We have found it necagsar{, not-in-a " -~
prying way, but as a matter of coutse to thin of the total ' -
flow of a person with real attention to these external life i
events, There are not only the Caplan crises - death of a
close one, divorce, stress of roommates, and financialy, to
mention a few - but also those that are the opposite of -

traumatic. A good marriage, finding high success in a pro«
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Lteéulongiiabdl. and the like may cause a aputt which
-really {o not the ciedit of training, with the N ¢€ 1
- approach, this must be taken into consideration.

[

;(Horae. Bruno & Morgan, 1973, p. 160.)

A paradign from Morse, Schwertfader and Coldin (1973, p.g)
dicates how complex a training program 18! , ,

raining

AL f Program' .
/,1 18 »
1 [Faychological Chavactaristice | “Supsrvisor’s | e
26 7| of Trainees & Professional 'l Mature & el
o L Prediupositions . .} |Bshavior Gl
- fs\\\ Pupil Behavior

o & Nature «

| ;taineeq Behavior Glassrooms,
8¢ during & Post

.We_have never felt that we could adequately relate the substance
of .the program's impact on an tndfvidual {n the period between
tembor and June, We find that in the training situdtiorns~the
ents have difficulty in taking stock of change 1n théir own
eliefs and behavior and staff members may also, We receive many -
etters, calls, and visits from our graduatas who talk about the

té teaching, We therefore have a follow-up as part of our
valuatlon, T T
~Joyce, 1n hie book Models uf Teaching (1972) refers to the
lstinotion between direct or instructional effects and indirect
nurturant effects, : ‘ ‘

The instructional effects are those directly achieved by
leading the learner in certain directions. The nurturant
effects come from "living" in the environment created by
the model. (p. 17)

Ut environment, like Joyce's instance of Non-Directive Teaching"
gee Chap, 12 of Models of Teaching, 1972), depends to a great

ent on its nurturant values, "with instructional values de-
dent on the environment's success in nurturing moxe effective '
f development". (p. 221) This figure below is taken from
oyce's book (p. 221).

[Non-Directive] _ _NURTURES _ _ _ [Self-Development
Model - e e

el

o o

A Varlety of Soclal and Lx,t\/‘:“.‘eﬁ
Academic Goals oot

11

ent offects of the program . which become evident after they




© our own degign, In the following pages we will aummartze our 8p
i proaeh to each of these three evaluatlon areaa.f e

,  ‘;~0£ out evaiuation as Lt was the central focus of our training
. program. We attempted to design an evaluatton that responds t

, "h1mse1£, hersel

We hovo alway- natntetned that the proccsi and proceduren of a
- training program should represent to a traines & model he can
utiifzo as & taacher with c¢hildren, 'fus the untire learning ex
perience into which & trainee moves upon entering the program
~ speaks to, nurtures, program goals of self-awareness and self-di
rection, responding to others in & relaticnship, utilization of
. resources, and flexibility of roles, We hope that as teachers
. our graduates will put these same goalc 1nto praotice fn helt.
‘~clal;rooml.~ : s k.

A;gg_',nd uethodn of gtg-gg hg ;ng

- Re have coverad three major ateas of assessment: 1) the i
* growth of the treineej 2) the growth of the childreni and 3)
 deseription of the environment(s) /n which the Project was

- functioning. The first two years of thy Special Project we uti
“* lized more pra-post measures and pore stondArdized scales than
~have {n the 1last two years. This change veflected our feeling:
- 'that the pre-post design did not adeqjately sarve the forma
. our prolect and that for our own purposss we got moxe relevar
" information from interviews, observations, and questionnaires of

of trainees. This was by far the central,focu

. both program goals for trainees and individual goals, We ut
t‘ltzed 4 variety. o, data ‘s0urces, an assessment Scﬁedule tha
- fixed and Elutdé and various perspectives - including the tra

s program staff, supervtstng teacher, other
 tra1nees and chtldren. S

, 1n terma of gpal ) We have become more speeiflc ove
o time, The chart e ow tndicates this, A -

: 962-7 : o T e
1.1 Dtagnostlc Assessment 2,1 Ability to establish facilie
1.2 Qbserving & Recording Be-  tative interpersonal relatio

i havior . ships with children and
143 Proposing a course of 2.2 Understanding and utiltz;t
 learning based on speci- of resources of parenty, ¢
fied alms and objectives sultants, teache:o. admtnt
in behavioral terms, tratora.
methods and procedures 2.3 Engaging in self. c0n£ronta
and evaluation tech- tion and change behavior.‘
niques. ‘
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‘ Awareneoa of Selft

) Change {n numbeyr of

i trajnee statements about
learning and persanal
%rowth ¢oncerns,

2) To define via contract

. persanal needs,
nterpersonal Competence
1) To function in faoilita-
{ve interpersonal ways

(empathy, acceptance,
‘genuinensss), :

thﬁrau &

‘openness,

g L
$) To utilize resources of
children and adults.

*b) to work th others

elp and planning and
earcying oue), . -

" (Besides A and B)
~To state/set goals
a) for oneself
b) with children B
.,;Demonstrate & vartety ‘of

-~ behavioral Interventions,
_'a) Manage surface behavior

-3 To problem-solve ;v'

with children and adults

o stats one'a impact on

3) To state changes in :rus:, 
£ othors, 1n risktaking,‘

49 o play d dlvatée roles in o 6) To be an advocate for ehild

~ ren (defined as)
) to’ s:ate resourcea o£~
‘(inoluding requesting -

Additional Teaching 8kills

- 7) To evaluate success of -

4) a) to state principles of
o group dynamics.
b) to utilize principles
of peer group dynamics
in programming’ for
ehlldren:

(definad as) - : Yo
a) to disoriminate persons. b
" behavior, environments,
b) to generate hypotheses,
¢) to flexibly radiate én-
vironments witha
i W dtverstty of responses
‘(trainees repertoire)
-2y seeking resources to-
inorease variety of
‘ envtronments. Lo

o

-a) number of contuct with
_ variety of agencies
about children o

(count)-number of contaetok¥
s >-number ocr differ-
N ' ent agencles <
b) placement of children Cor
- whom trainee g responai-
“ble in school, job, or.
summer. camp program .

- methods in meeting goals )
(self.evaluatfion of ob-
jectives--with self and

© with c¢hildren). e
8) To document. expertence of

. of children, e.g., try out
" Redl's 17 {nterventions.
;b) Talk with children about -
© 1ife events, :
1y Erequency of talking
2. Do an LSI.
3. Describe inner life of
S child
3) Demonstrate a variety of
Interventions,
a) to describe readiness,
interests, conceptual
7 level of child
" b) deseribe numbér of different
~ content approaches
¢) demonstrate number of differ-
. ent content approaches
d) share interests with children,
i.e.e,,bring in activities
around trainees personal interests,

se!f and chtldren
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© With regard to methods, we initially utilized a variety of
~-standardized instruments<sprimarily atti{tude and parsonality = -
~~ .measures. These inoluded the Teacher Belief Scale (Weyling &
~ Charters), Teacher-Pupil Relationship lnventory, Dogmatism, FIRO,
. Self<disclosure Scale, Pergoral Orientation Inventory and Con.
-/ ceptual Levels. We also designed instruments or tasks ouzselves
. to evaluate specific goals. These included content measures
- {Psycho-educational Terms and Card Sort) demonstration tasks
.- (Observation task, lesson plan preparation)} feedback about others

~ (other trainee and staff, teachers, children), and reports about

. 8elf (questionnalres, semantic differential formate), .

- MWe found most helpful tha content of the trainees' statemant
- rather than any test scores, so in years 3 and 4 of our projeat -

we cut down on the nunber of standardized measures we utilized in -
& pre-post manner. We continued to use some of these tests (like
- FIRO, POL;) during the year as teaching devices when the trainees
. were interested and it seemed releva%}.;«r T T

particular point in time, we gathered information during the
‘grécgsé'05‘the year. These process medsures included daily logs:
~from trainees, diaries of trainees and staff, feedback sheets .
. after particular sessions, tape (video & audio) of group meetings :

- and activities with children, interviews by staff, and notes of o
. the partiélpant observers., We also util{zed unobtrusive measures
- ke the sign-out sheet from the project library, schedules of
activities with children, notices placed on bulletin boards,
propogals to the School Board, ete. We kept "products" that
. trainees created for our program or other courses - including
. self-instructional modules, papers or lesson plans, slide shows,
tapes of Life Space Interviews, ete, We also have a photographic
- record of the year (by trainees & staff), et e

~In addition to thase measures and tasks that vere taken at a

 Many of the instruments were administered in séptembergff;‘
January, and June. - Process measures occurred over the year. We
also conducted a fairly elaborate follow-up of trainees that will

~be discussed below.

Evaluation agents of trainee growth included self, untversity
staff, peers, parents and teachers and children. We tried to have:
some input from all these perspectives. - ; S el

- Follow-up of trainees, In addition to an evaluation during
the school year, we have conducted a 2 year follow-up of our
~ trainees after they leave the training program. We have data on.
857 of the graduates of the Special Project. This has provided

very important information for us about the impact of the training:
program on trainees as well as data about the pressures of teach:
ing that can help us modify our program to more adequately prepare
trainees. A detailed discussion of the follow-up approach is {n-
cluded in the xeport for 1971.72, Preparing Psychoeducators for -
Inner-City Teaching: A Follow-up Study of Special Projest -
Craduates by Margaret Berra, g - ST '
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- The format util{zed tn the follow-up includedt {nterviews
by staffy written questionnaires) standardized messures corre-
ponding to those utilized during school year (TkRL, Profile of a
School, Teacher Belief Scale, Dogmatism)y observations in the
teaching settingy collection of dchedules, lesson plans, teachers
aredted materiale and communicailans with parents. When 1t was
feasible (1n terms of proximity) we collected data through all
these means. Otherwlse we asked for the written information

through the matt, ~ = .

The three broad areas of study included (a) Job Placement
a(job.dei@riptioﬁg~qelec:ion;kconatrain:u_gnd_IA:igfgctanp,;f i
emotional olimate); (b) Teachor's Personal Philodophy and =
ctoxistics of the Teaching.Learning Environment (charactet-
of the teacher's role especially self.directed learning, =~ -
um-Lnvention, physical, cognitive; socio.emotional ene =
\t of the classroom) ‘and (o) Graduate's Perception of -
ogran Effectiveness. In regard to the first two aveas we
sessed descriptions of the tralnee's situation with regard to
ongruence with program goals such as those listed previously
8 chapter and {ts congruence with the value orientation of
progran as described in Chapter I. For example, the follow-
1ng hypotheses were {ncluded under Job Placement Gosls: ~
job position accepted will be in facilities whict.do =
ot label or segregate children as the prevalent way of -
ealing with them. The job position accepted will be one .
.0 which the socio-emotional climate among peers and with
s 8 conductive to authenticity, openness, sharing

al
8061¢

v ple of[AfﬁﬁpOthé§1§ £i$mth$,teaéhiﬁg-iéarhlngféh?if&nhehf’ i
ction 18 ae follover o C O C T T
" The teacher 1s aware of his/her impact on children and
ultd, 18 open to feedback and is able to give feed§qck

that it can be received.

‘The observations of actual teaching behavior and classroom -
ronments were used to back up or contradiot the statements -
uates made about their values and goals for their classrooms.
n Somé cases, the observers had the opportunity to talk with =
adminiatrators and fellow teachers in the graduate's school.

ey aldo talked with children. i R

In general we have felt that the follow-up ddta has made us

el better about the program's tmpact on the trainees, Many of

r graduates have maintained contact with us, and have glven us

edback about the long-range effect of the program, For example,

N a note from a 1970-71 graduate in February 1973, was the ‘
llowings = ‘ S R

'l always look back on my year in Syracuse as one of the
nmost rewarding in my life, Why? Because that was.when 1
was finding myself as a beginning and budding teacher,..as
well as a young black woman, committed to black kids...l
. “knew that after I left Syracuse 1 had only just begun to
. really find and develop (my) ideas, strengths, beliefs, and

s




Joand’ eurloslty-'and most tmportant to reallze Ahd unde -
: latand that a: an Oh-gblng proceac...;,;ff S ~

:f The !ollow “up haa aleo made us more’ reallotle about what teaehér
- .face in terms of frustrations and |atloontlona in uchooll.; For
- example. another graduato wrltel. ol g :

" We have had & rough winter, 1've been "down {n the dumpa
~for most of ft. School {s exhausting and H'g (heér son's)
‘ 8 centér £olded a month ago.«il'm realgnlns
t effective of course until school s
1 y g1ad 1 stuck it out,i,1 learned a-hel
about publio ‘schools, special classes, kids. mi
. an %g Most of what 1 tried falled, but 1 succeeded
;-;tgett ng high achool kids in my room in the AM, 1t hal
4 lot » the pressura has lessened and kids ‘are eally
fufeellng comfortable. 1 just wish 1t had happene
_: Next year 1 plan to spend more time at home with H., An
 for stuff  want to do - possibly substlt te nuraery‘a“ho
!ilteachlng or somethlng half day. , :

The preaaufes of elaasrooms and B‘hools have 8 pQWerf
ect. One graduate seys. ; -

: jl'm deflnltely havlng mlxed £éelinss about my elassroom
1'm working with another woman (it's her 1st year teach
‘who' 18 very nice; qulte open, but totally unorganl éd ai

S -very insecure about it, We operate ag ona room in the

- morning (53 kids) but in the ‘afternoon we split up and

ore group kind of actlvitles. ‘The kids seem to enjo
and wé have practically no huge proble :(ye;)
- that 1'm a total wreck at the end of the day., 1'm ph
. cally and ‘mentally exhausted, pretty tense, and the X
-a dlsaster area...1 find 1'm the one who ends up olean
. and replenishing in the afternoon, S, (the other
. Eeels so badly about her disorganization already th
" 'don't want to ask her to do much at this ?olnt.’f.~f‘~.
. encouraging her a lot about her teaching (She's very
- ~cheerful and has & good relitionship with the kids) ut

- still can't seem to get it together to plan ahead‘fox

7',th1n3.- Obviously. I'm in bad need of a teacher's group

la a letter ln September from a,;ther graduate.

~where to begln., 1 guess a 3ood place would be with
_ "pre-school conference" in which the principal hande
- 50 pages of rules, including dress code for i
~ teachers, procedures” for. corporal punlsh nt
- bathroom times
a8 {E something vas coming. down on top of
_ ~almost ready to quit, 1 also found out th
_aro pleced in the ¢class a ordlng‘;o &




ehildten and parentl wlth uhom thoy are worktng. but thwarted hy
e attitudes of colleagues and administrators, Many of our

graduateo have run what we valua as open and caring learnifg en-
npents for children and yet leave 4 school setting after a

- because of lack of support from other adults, 1t is grati.

fying to ses the kids of teachers many of cur trainess have be-

coma; but ‘also enormously frustrating to be aware of how little

8y ake valued by others 1n the workxng anvlronment.

‘ - of \n §;g§£;gg;_sngg Aanoaament of child o
36 has been lads elaborate in this project, as we have focuted, 1
he tralnes as the central svaluation component, However, as . = '

of tratning the graduate student 18 required to compléte case -

n the ¢hildren with whom he/she works, documenting: chanseff
ticular aveas that he chooses, The stafi helps trainees
s ovaluation. 1t may be informsl (16,4 moving toward
thematical content evidenced by count of time spent doing math. e
mber of math lessons requeated,) or formal (a standardized test
[on and_subtraction Eacta). “The evaluation may concern
_1 ‘and soctal goals as well as academic/cognitive ones,
Lly since many of the children and youth with whom we
oferred to us because of behavioral difficulties

: acadenic ones, (See the chapter on Target Populat!on).::'
Ay event the tralnee {s asked to report in written form on
: aanaes in children “'th respect to particular objectives,

In addit;on to the tratnea and chtld determined evaxuation. -
150 asked for children to give s feedback about the program -
efr own growth in {t, We used an ‘audiotaped tnterview
gned by ona of our staff.membets) the tapes were evantually ,
ribed, "An example of part of an intervtev wi:h L 16 year _"‘
boy is 1ncluded herez ‘ : , : e

=a1n what ways do you feel this program vas good for you?
-1 made some new friends, and I found out a ltttle bit
- moressl-can't think of a word for fte- .= ;\ ,;
‘1. Don't worry about- ity because 1 am not lookins for a.
gpecific answer, = ° :
b1 iked f6, o o
- You did make some new frlends. -What wero some of the
" things that you did this year specificaliy? :
1 learned how to--not take pictures, but develop pictures;
- ~and played basketballj learned how to play pool on a :
~"12+foot table} and what elsa did I do? L learned how to
~ - stay out of trouble. . i
- Was that dlfferent from beEore--when you were at achool? ;
Yés
In what uay do you feel like you stayed out of trouble?
Well, to keep my mouth shut about what's going on--like
RS ¢ wouldn't.;;..-(1naud1b1e) like 1 had an obligation to
do it, :
In other words, 1t actually helped you to take care of .
things yourself. ;
Yes.
" Does that in a way say that you are a little stronger
now than you used to be as Ear as standing up to other
' people?

11?



1*7Yeo. l thtnk 80, l cOuldn't handle troubla that much
- becauwe 1 was afrald of the consequences, Now, that

Ut e gort. 0!"n|nn-011k6 it'a-in front of lﬁé-uiuk
. 1'd valk into a room and it would happen right there.:
1. There were a number of times this year when other.kids

- . plcked on you, intimidatéd you, eto: and it seemed E
.- that during the year you became much better at handiing

- < that by yourself, .1 wonder--do you hava any 1dea whet
©7 " made the difference? e o : ik

)i “What wan that again? - iy o
[, What made the difference, uhy were you able to do that
-~ when-you weren't able to. do that ina resular aehool
- situstion? -

Jois Well, this W&y there waan t tuqs mu\-h '.0 ho‘d b&Ckp
. becauss before the teachers would stop you frome«»gort
- of like the kid who waw starting everything would get

away with it; and the tescher would blame everybody o1
- for starting what he had done; wouldn't 1et you. s ak

. your mind, you know. - ~
1. Do you fe 1 you've had aupport from the adulta 1n
- group? . ER DS R R
codeo Yess ‘Very. mueh. L

1+..Do you ieel itke that helped you a lnt?

, Do yeu feel now you are better off to go off on’ your ©
- 'and be stronger being yourself with other pe,p;e,,“ d

- youfeel like you still need the adults? e

. Well; 1 don't really need the Adults that Wuc,.
7 need a little advice now. and then, =~ .

. ;go you feel that you could get that if you wanted it -

Yol
“That's good to hear. 1 feel that's all true. too--that!

exactly what 1 would have said about you, 1 do see yo"
asa lot stronger now. Our purpose is to help people'
~figure things out for themgelves--not to do things for -
. -them, In your case 1 feel like that's worked, We are

going to hAve some contact next year. aren't we? 1 hope.;
Jo  Xegy oo =

' “There were a lot of problems at the Boys' Club. What d[

. you see as problems? - <

Well, some of the kids wouldn't pay attention--if some-;
. body talked to them, they'd run away and wouldn't talk ®

‘to other people. Some would come over to you and start
. saying some stuff, 1f you were playing basketball, fo

instance, they'd take the basketball away from you and

wouldn't give ft back., And since the kid was smaller
~than you were, it would put you in & position you'd ool
1ike you couldn't take it away from him, or it woutd be

like 1 was picking on a smaller kid. i
Hhat do you think the adults could do diffarently to g

avoid the problems you had this year? 1Tn other words,

1'm asking your advice, W
Well, maybe some stricter laws--a little more discipline.
Do you think it would work?

Well, 1f the kids are--they do enough fighting.......-
disetpline. 1 figure they maybe have to taste thetr own

1 wou
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nedicine, See how it goes on them, Like if you'ré in
-8 car and they holler out windows at old people, maybe
. in 30 years they'll get the samc aggravation with their
. problems, . - :

Do you feel the adults in this program took too much
- #b0ff from other kids? That they allowed them to do too
- many thinga that were wrong?
- Yes; 1 think so. 1In & few ways. Some of the kids were
~ doing too many bad things and some would let them get
away with {t, = = '
Let me ask you this, You were one of the very few kids
1 that was not there because of disciplinary reasons--
- behavioral reasons--most of the othar kids were there
- for those reasons. Given that fact..on any given day
- you .would have a roomful of kids that were out of school
_for hitting other kids, hitting teachers, constant dis-
- ruption, eto., do you feel that, given that fact, it was
~really a bad environment? ‘ ' S
‘},th‘néiianinOt;reall¥.fbecaule it gave me a lesson in
thinking how tbe{ feel, You know, they feel that they

a

aro pissed off that théy've been sent there, and thay
probably didn't want to do it at all in the fivst place,
and they feel like they've been arowded into something:.»
some institution, I sort of feel sorry for them in &
way.  They know-+it'g sort of--they can'te.well, 1 can't

look at environment as {t {6, not make excuses for it,

- but not making 1t any worge than {t 15, Sometimes )
.think it was ‘a really good place and I don't want to be
‘too oritical and sometimes I think--boy, we made a lot

- of ristakes and we'll bstter figure out what they are.
1 kind of go bact -nd forth., Lat's take one ktd, D, for

- example, that you hiuew for two years. Desoribe some of
- the changes that you saw happen in him in a two-year
period, or about a year and a half, o
The first year he was a little bit mean--not really a
‘little bit--let's say he was mean. Even say one word to
~ him, and he'd go after you with his clutches, but now if
1 see him, he's very contented, He doesn't start

~ trouble and he's much brighter than he was the year

before. ‘ B
Any idea how that's happend with him?
I really can't say, because 1 arrived in the program a
little late, so I really can't say. ‘
Could you make a guess? If you can't, don't worry about
ft, This isn't any question. I1'm just wondering if you
could guess what is changed for D, to make it easier for
him to be how he {8 now, - ‘
Well,-<he could have satd to himself--what's wrong with
me. Why am I doing all this and looked at the stuff
around him and said that he ought to be more like that-.
nicer,
I think that's true. In a lot of ways, the same thing
happened to D. that happened to you--he felt some support
from the people,

e T Y

119

~get into 1t, but they can't tell vhat they are doing.... “;:‘:~~»f
. That's a good way of looking at ft, ‘I really want to




He didn't feel lika he had to do that atuff. Do yau
feel at the Boys' Club that you got enough attention?
‘Yes, I got enough--1 really didn't need as much as 1 wae
" getting.s1ike overybody wass.well, setting up the -
schedule, . 1 really dida't think it was necessary., -

We also use as some measure of child growth: the child's =
satisfactory placement in school and/or camp programs (although
sometimes adaptation to particular school settings could be seen
as unhealthyt). : e

" In addition to the perceptions of the trainees and the . .
children themselves about child change, we also solicited written
and verbal Feedback from pavrents, teachers, social workers and
other community people with whom we had close contact. We asked
how they saw the program, what difficulties they perceived, if an
how they felt we had helped the child with whom they had contaict.
Most of the responsas we received (about 60% return) werd very
favorable and noted specific behgvlor changes in children,

As with the growth of tratn;es, the data on c¢hildren vae
collected over the year by both t{rainees and staff. v

. 1 . .

Dascription of the envlronméntés!. In all the four years o
the Progect we have tried to describe the environment of ‘the = - -
‘achool {whether an external school program or one we have created);
basically because we believe i{n an ecological model that views .
behavior as an Lnteraction of the person and the environment:
he/she ie in. This was a realistic issue as often much of the
energy of project staff and trainees went toward responding to -
demands of the environment., And we also were interested in as. - -
essing the impact our project--its parsonnel. and their activitiea
.-had on the school., (For further discussion of this see the i
chapter on support systems.) :

Seymour Sarason (1969), in his article on “Ihe School Cultuge

and Processes of Change" suggests defining a school through ite .
activities and relgtionships. T
’ » - Lo :

We have tried to look at both these areas, and at the per- -
ceptions of various constituencies in the school as to its normsy
value priorities, goals and influence patterns, Our primary clo
method has been through the utilization of a participant observer,
someone previously unrelated to the project and to the schooly, "
who can look at what happens over the year with as unbiased an A
eye as possible. The material from the observers has been made. -
available usually at the end of the year, and at times in terms .
of periodic notes abcut current activities. The final report ins -

cluded both description and analysie. ‘

We also solicited opinions of administrators, teachers,
trainees, project staff, parents and children about the rules ;
(stated and unstated), decision-making processes, the behaviors . -
seen as deviant and how they are responded te, the goals and-
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direction of the school, and the problems in the school. We
ound ttemandously -varied perceptions between sub-groups (some-
times role-determined) on gomg issues, while in other cases there
was consensus (for example about influential persons),

o Wa have utilized an instrument, Erggile %g 4 School, based
on work by Likert) respondents rate the school setting they are
in and their fdeal setting on five factors.-supervisory processes,
task.cooperation processes, communication:.acision making process.
a8, soclio-emotional processes, and involvement.motivational
processes. In one small public school setting, teachers saw the
school as more positive, 1.e,, more particpative, and closer to
their {deal, than did the trainee group or project staff, 1n our
own satting--tha school created by the Project-- the trainess
describe the environment as participative.and more congruent with
their ideal.. ’

~- Lastly we have gathered unobtrusive information to support
areas of interest: the rules posted on teachers' walls, prineti-
pals! memos, bulletin board displays, who eats lunch with whom, ,
vhat reading material is used in the teachars' room, which parents
and which teachers come to school meetings, etc, All of this 1a
data deseribing the envivonmment,

e We Attempted te gather,tnformatibn about the'envtronﬁent”qll~
during the yearj many of the feedback questions were primarily
from the end of the year. ' ' :

Assessing the impact of the project on the school is a compli-
¢ated matter, since responses to staff-designed feedback instru-
ments can be easily contaminated by social detirability factors,
Our best source of information was the participant observar who
had ‘access to many segments of the school community., We also used
questionnaires about the impact of the Project on specific areas:
child learning and growth, teacher learning and growth, and cure«
risulun and scheduling.

Reporting on the Projs.

s

- It 18 very difficult to describe as complex a project as ours
to others--but nonetheless we have tried in 3 yearly reports,
Préparing Psychoeducators for Innexr City Teaching, 1969-79;
1970471y 1971-72, which are available from the Division of Special
:Education, Syracuse University, We have used 3 formats: a narra-
tive, a summaty analysis of group data, and case profiles of each
0f our trainees, To determine which of these approaches is most

helpful to someone unfamiliar with ‘our program we would need to
know his/her purposes.

: In the narvative, as in this model, we tried to convey what
happened, the process. The group data approach was short-lived,
-gince it seemed inappropriate to the process and size of the
group (see Orientation section of this chapter for further ex-
“planation). 1In the profiles of trainees, we attempted to create
4 picture of the individual - using their words, test data and
~staff perceptions., Over the year of the program, we included the
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toilowing' biographical capsule, teachtng role and behavior, ",.“f
porceptions and reactions to the freedom in the program (i.e., o
self.divection), learning style, learning goals, career goals as =
a teacher, black-white issues, and skill-assessment. (Another ‘
{nteresting case approach is described in the book by Movse, '
Schvertfeger and Goldwin, An Evaluative Approach to the Trainin o
of Teachers of Disturbed Proschool Cﬁi ren, 1973, University o? 2
Htchigan. Ann Arbor.) i

Summa

This chapter has besen an attempt to describe the processes o
of evalyation that we have used in our program, - There has been .
no affort to talk about "Eindings," though we have them, because ..
any attempt to reproduce this kind of program would yield differ.- ..
ent results based upon the people involved and theitr values and. .-
activities, Findings from each year are available in the yearly
reports, In essence learning/training is an individualistic e
matter, Fo¥ us this evaluation process fits our beliefs, valias =
and styles, and was coherent with the activities of the training. =
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In Conclusion

i The Eour of us directly {nvolved {n the writing of this docu-
uent have truly attempted to make this a collaborative effort., A
full year ago we began talks centering on how each of us could
contribute to a final statement. What has preceded this con.
olusion {s the result ot our deliberations and energy spread over
is year,

. As we' attempt to conclude we face, in some Ways§, our great. .
est difficulty, Because of the personal, perhaps idtosynoratic
- nature; of this prepavation program, we as staff membare have come
to view what has happened in slightly different ways. Just as
with each of the trainees, each of us has taken something differ-
ent out of this experience and we hava a variety of weys of cone
ceptuAIIZIng it, 1In thinking of how to. "conclude!" we wanted to
avoid confusing our rhetoric with our deeds. Undoubtedly, what
wo say 18 "better'" than what actually happened. Originally, we
had hoped to have a ‘concluding statement on how this program could
¢ applied. That {s, how parts of it had applicability for other
preparation programs, One of us made a stab at thie and dis:
ibuted the following brief statement to the others:

~Helpl At the time 1t seemed like a good idea to have a
~saction on appltcability. 1've tried to do it, but feel
<48 though 1t {8 an attempt to make our program sound like
~all the others. And 4t {sn't, Perhaps we can discusa
;thts and 1'd welcome suggesttone.,

1t ds certainly clear that there are many pointa of view
- curvently operating in the education of emotionally dis-
. turbed cgildren and in the education of teachers of these
children. Two recent publications offer keen {nsights into ~
~Just how many philosophical appraches there are to inter- -
- acting and preparing teachers (Rhodes and Tracy, 1972}
. Morse; Bruno & Morgan, 1973), One of the implications of
 these analy(ss is that despite the variety of training
: pnilosophies. values, and baliefs that currently exist
_there are a core of practices that the majority of prepa-
,vaﬁion programs’ utilize. This may have direct relevance
b0, our concern, namely doos a teacher preparation with our
”philosophical stance have some applicability to other prepa-f.;

“ration programs with very different points of view. 1t
would seem possible that, even where philosophies differ,
'here may be practices which are relevant to or shared by

a VQriety of programs.,f

our posl ion 1# the view of the growth potential
h human being - ‘child and adult, Not every ApprOQCh'
| ng with ttoubled chtldren takea as charitable a.




A sacond aapect that has applicabiltty to & varlety of 5
programs is our belief that the personal and professional -
growth of the teachsr deserves a major emphasis along with
the development of the children with whom we are interacttng.;
We do not feel we have an answer as to the best way to ime
pkement this emphasis, but we are convinced that {f teachers
are to represent themselves as learners then their training-
‘environment nust be responsive to their needs and intereats.
< Our approaches have been varied, ranging from individual
supervision, group meetings, encounter group weekends,
weekly T-Group sessions and on and on., Regardless of the
specifics, the point {8 that within the frame of reference
of individual preparation programs there can be a variety of
 ways to communicate to each tratnee the value of their-own
growth and deve lopment

Over the years we have learned some of the ways in which e
could operate a more flexible graduate program while still
- part of a larger social system; the university, For ex&mple.
in an effort to respond to the combination of theory and -
practice we have our students enroll for the usual course
schedule, except for non education courses.  However;: in:
place of separate courses and content we eat up regular 2
seminar meeting times each weck and mads it a point to cover -
content that might have nomally been covered as part of the
regular course structure along with topics that teare directl
“related to our daxly work with children.u; ' .

Our belief in the learner {adult and chtld) assumtng as
active a role as possible in his own behalf is one that can’
be shared by a varjety of programs. There are many 1mplt‘,‘
cations of this point of view, including what is now being
referred to as a "hands-on' approach to teacher education,
In addition, we attempt to utilize curriculum materials =
referred to as M"activity-based" which tend to make demanda
~on children to become. acttvely 1nvol¢ed in encountertng
such matertal.

Another member taksng cognizance of the plea for halp Wro;
the followtng note: : :

: RE: "General Applicabtlity" : e

: One way you might want to deal with this ia to diatinguish
. batween two things: (1) aspects esaential to the program
gt modal, and (2 secondary aspects,

‘:(1) You could state that the following (for example)
dlatingu{eh our. progrfm:in{’ :
1, Belief in growth pcrentxal of each human being.
2. Beltef in the 1mportance of teacher growt

program “(1f these are 1ndeedkae¢ondary)z"
1 Open educatlop.;ﬁ, L




o You covld then discuss how o otherx necondary aspects could be
- ‘made to fit with essential aspects. This could be heipful
for thoge willing to "'buy" essential aspects but who are
put off by encounter sessions.

::;eYou mtght algo approach it in terms of goals and means.

He than came Logether a8 « group to bretnstorm about thie

, ueetion of do we yun the rick of "homogenfzing" our program to
make {t sound like other approaches, or are there ways to charac-
erize what we believe in 30 that our point of view can be com-
muntceted to others so they can respond to parts of if,

i At thts meettng ve attempted to focus on our "beetce" Two
taf! membera presented the followtng brezakdown:

f" 1 Our program views ‘growth or learning as 1dtosyncrette.
- thus encouraging an approach that fosters self-direction
on the part of the learner.

2. Our program edheree to the belief that affective end
. cognitive development should ideally go together and -
- We encourase trainee pursutt in each,

3, Our program believes in an interactive epproach to
~learning in which being a member of a %roup can aid -~
one in the development of skills as well as affording

- _ont an opportunity to share his resources with others
*;'[ as well a8 to beneftt irom othere' reeourcee.

1.St111 4 fourth member of our group took iceue. Hie ergument ;
‘was that our uniqueness was primarily in our attempt to create 4
earning community and that everything else flowed from this, The
‘introduction to the final report of our third year of this .
roject reflecte this focus, and is reprtnted as followat -

THE CREKTION OF A LEARNING ENVIRONHENT

o Thte report 18 our account of how all of ue, edults and :
- children oreated our own training and school environment, =
Our successes and failures are ours} in every aspect, we did =
"1t ourselves, We worked to develop our own group of adults,
find & building for our school, locate children, make com- .
‘munity and school contacts, agonize with children over their .
school, eoctel and behavioral _concerns, end ell the ttme ' '
focustng on. our own personel growth.f e i

"Ftom the beginntng we have viewed thte spectal project e
a8 an alternative epproach to the. preparetion of special
education teachers, We began with a concern for how uns ;v!

reeltsttc our"tretntng was for. prospactive teachers. We -

1d the world encogntered by teaehe; ‘and children each day,
A8 we moved our training into the pubMe schools we reali
ain that there are many home, community and socie

pi | n children and adults 1n schools,




fprogrAm in an effort to renpond to children uho had no
other place to go and to our own needs to develop a
learning community.

.~ 1f one considers the rasponding to. perlona« srowth G
needs of children and adulte as radical, then we have indeed
created an alternative training model, Embedded in everys
thing we do is the balief in finding a process that is as
good for adults ae it is for children; for £inding ways to
‘respond to cognitive as well as affective needs; for lving
our beliefu for sharing and communtcating with other adults
and children.

" We &re no lonser talking about teaching the chtld. at
least not in the narrow sense we have used beforae. Our '
children in urban centers are troubled and gsearching, They'
need an opportunity to regain control of their own lives,
so they can specify their own learning needs and share their
resources. Aud so do our trainees who were and want to be
teachersi ‘ L

By creating our own school program in a nelghborhood
Boys' Club we have attempted to respond to many of the come«
plexities touched on above: Ours is a broad~3auged approach
and by necessity our task of describing and evaluating our
program {s an enormously difficult one. We have looked at
our training needs and the parsonal and academic needs of

- our children: At the same time each of our children has-

- touched other adult lives--his parents who in many 1nstancee
ware frustrated and disappointed in his behavior;: school -
personnel vho had either given up or were in the progcess of
moving him further from school entry by excluding him. . .-
legally ox otherwise. We attempted to spend time with -
parents and school representatives, as well as other communi
ty agency personnel, -Each step of the way we have tried t
‘maintain our fintegrity as adults and at the same time assist
each child in representing himself as a person with needs

~and concerns and as & valued member of the environment we.

- had. all createdc-together.‘ , .

, “In many ways. then, this dtalogua between the four of us r
flects the very process and content we have tried to live by
d urlng the past four years, - Obviously, no one of the four is
~wrong. What we experienced is a diversity of beliefs, perception
- conceptual approaches. 1In broad terms there is a common bond
- © around shared values, but much room £or how we think, feel
o about these values. o ; :

S Thts statement on conclustons may leave some readers'le‘s
g,lnformed than when they began. Our major hope is that we:

3 béen ¢lear and e:pllctt enOugh 80 that othere can draw upo

v or the" : : '




eE ue beaan with [ vlaion and have come face to faca with some
t~the hareh real{ties such visions create. - Our vision was and
complex one. We hoped to do two things. First, to create a
tning community in which edch of us, university staff, Master's
studunts, and the children with wvhom we worked, would feel pert

of - and contribute to {ts development. Second, to help foster
within spaclal education & climate for the creation og alternative
learning environments for ¢hildren and to bolater the concepc of

“right to educatton“ for each chtld. - '

;:In the tollouing discussion we would like to htghlighb some

£ the complexities behind several of our assumptions and beliefs,

To begin with, wo now have a clearer idea of what it means to-

Velop a 1earning community or group focus, Over the years we:

d grown increasingly uncomfortable with each student off on hia

own. only coming together for a ¢lass leoture two or three times

s week, One of our strong beliefs is that each of us has skills
and resources that could be enhanced and ahared by interacting

oY olosely with otheta.» R s

;;Durin the raat four years of this Eroject e have come to

realize that individuals vary in their interest, willingness and
ekills when it comes to involvement {n a group, Some of our S
ple came 8pecifically £ar our group focus, while others seemed
feel alright initially about btaing {n a group but felt unsafe

ncertain once in it. Needless to say the response has been .
tremely varied, One of the dilemmas has been the delicate -
lance between our focus on personal (individual) growth and par.
ipation in a group, Some have seen the time in A group as in..
{ting their individual development, while others have felt e

ha | they prottted from othera' resourcea. L : v

The emphasia on our developtng ouraelves 1nto a community had

iny {mplications for another strong belief, that of the value of

an individual’ becoming 8elf-directed in terms of defining his own

1earning needs, - We had some interesting approaches to this sttu-“'
(naliiding saveral students who clearly-toved away from the -

up's. devglopment of a school and found t eir own placemento or

ig quastton of self direetion was not aiwaya ‘one- that was o
olvad during the training year. We have, over the past four
rent perspeccive on time, For many of our
3 18 only a beginning and any evaluation
ear: Lre pY ‘ 1 {n a follow-up Pr ‘
”e‘“onstantly recetvinﬁ d" feedback in the
ating ‘and wor tng, ‘the year on campus’ wa
r'e ¥ personal frame of veference for the
etter able to;u‘deratandihts greduate progvam(




“to speshfy in advance this progran's particular point of view ve'

. invariably admitted individuals whose belief eystems and interest

~ elearly lay in other direstions, This discrepancy in the matchin

. of traines and program philosophy vas not alvays a problem par:
ticularly whaen ttudents and staff wera abla to work out accommd

datioris to the other's point of view, To a large extent: ous
- progran eéncouraged each pereon to devalop his own learning plan
- and {n the majority of instances even when trainees and etaff

N H5;3i£fCrodjlt wa8 possible in this kind of environment for an indi.

_vidual to pursus his own plan and still be part of the larger

~‘group. The key to this kind of accommodation often depended on
" the trainee's (and staff persons) view of authority, 1t hae be

pointed out {n the literature in developmental psychology: that
-~ young adults ave often {n conflict over the independence va
 dependence issue and we also found “his to be true with certain
obralneady s e e TR S
Since we advocated a “freedom to learn" model we wers always
more confortable with those trainees who wanted to avail them.
selves of the opportunities to explore their learning needa and

~ who were interested in discovering ways to share thelr resource

“Occasionally we were faced with a trainee whose anger and fru
_tration At what they perceived to be efther authoritarian etance
_by the staff or an unwillingness on our patt to vespond to their.
‘needs, N6 one {8 right in this kind of situation. ‘All teacher
(and students) find themselves in learning environments with =

- others whare the interpersonal attraction {s less than desirad
. One 0 our advantages is that we have always had sufficient stafi

~ resources so that trainees could gravitate to those with wh
they were most comfortable. .= . . - oo o

It seems inevitable that in a loss “structured' progras ik
. "ours there will be some individuale (staff and students) who oV
- away from defining and specifying of‘thetr‘heeds}”inséfestwigpd~j

resources, One needs to keep in mind that each of us leads a

_ complicated existence and we can no longer feolate our time
~“the classroom as the only learning time, During the four.ye

- of thig project many staff members and trainees experienced grea
_personal upheavals and adjustments in their lives and their time

- in the Master's program, while a large connitment of tima

~energy, vas only a part of thelr

- be 'part of a living and learning

; fv Lot

1gexp9r;enc‘7fiﬂ,‘bAVG

.tried to.respect the dignity of each persoii!s posi
~_studentd have dorie the same with us.

_ dori¢ the same wi - We have wante:

nce and learn from each
) but 1t certainly rea
‘vesiliency of adults ¢
| in each of us,

tion of our graduate pt
aparation for teachers
1dren.  The question qi

; que a




adult de child. Initially we felt that by becoming part of an
ongoing school program (in one elementary school) we could .tap
into a "resl" situation., While it was real 1t wag also not a
place where many of the children and adulte wanted to bs. When we
reated our own setting, many of the childron came willingly but
not every adult wanted to be there - physically or psychologically.
When chidldren did come to our program txey came with long histories
¢ school fallure and distrust of adults defined as teachers.
They came, not necessarily with ideas of what they wanted to move
tovard, but a clear notion of what they didn't want. Sometimes
the adulte and children olashed, becsuse some of our people had -
‘thelr own visions of what teachers teach and children learn, We'
have here, then, thric cnormous problems.  First, what constitutes
a 'real" enough environment, something with sticking power for
adults and children, Second, we began with the most alienated
%roup of youngsters, many of them adolescents with little use for
‘formal schooling but keenly attuned to learning and to hypocrisy
in adults.  Third, even though we advertise this program as one
‘looking at alternative roles and approaches to learning we find
‘that our trainees enter with a predictably wide range of beliefe .
abouc teaching and learning, Some might say that we err in the
ide of assuming we are all in the same "radical" position and -
bviously we are not. Our experience is showing us that one's
‘vadicalization at least about schools tends to take place as one
‘becoues more personally involved - namely in one's own job, -
ollow-up studies dramatically highlight that the majority o£ our
dustes are functioning in more open classrooms and settings, - :
‘in every -instance would thia have been predicted from their ¢f,_ i
:atning year with us, % phos o

; And finally. the biggest issue of all: Ie it poaaible to o
tart with a structure and point of view that saye there are cer- =
aln expoctations and beliefs that ave broadly defined, but beyond
“this each of us will have maximum input into what happens? 1n -
‘effect wo began with only. two major. plans, one that our flret
"kend together would be at a retreat setting in an encounter -
roup and the other that we would be working with children exs
“eluded from school on a full or part time basis, ldeally, most
‘people would probably find {t "easier! to have & structure in o
ich everything was deoided in advance or nothing was prede-r:ﬁ S
mined., A8 a 8taff wa hold strongly to certain values and be.
Tfeel that education {s suffering from not looking at
' left with the puzzle of how to integrate
aff 1nter,sts ‘and values with those of our trainees, a dilemma
wrkabl{ aimtlar to that faced by claasrocm teachera and

‘the concerns raiaed about our approach has been our [
the public schools and into the creating of our own
ment. This deeision was not an impu one. but

r original intent wae to conduct our training in an
51 vam,  We were, and: still are; perplexe







. gap bctween what wac belng taught ln untvercity claeeroma

and what prospective teachers weve experiencing in the -

" public schools seemed to be enlar%ins. As 4 result our

. plan had been to literally transplant the preparation of

“.teachars from the university to a public school. During -

our first two years we had attempted to enter as fully as

possible the 1ife of the public school: 1In all candor, wa

- have not been able to realize our goal nor is there evi.
dence that the public school personne) was satisfied. The
18sues are complex and so even th(s previous statement '

: needa to be qualtfied., : : :

S During our firet year 1n a public school. £eedback
“from the school staff indicated that those teachers with

- vhom our tratneas worked most directly felt more positively

_about both the trainees and this special project., The
school was larger than our second one and undoubtedly the

opportuntty to esek out teachers whose beliefs matchad ours .

- was greatér than in our second school. During the second
_year we actually comprtaed mote peroonnel than extsted in
the school. L , _

The 1csuec are too compltcated to point a ftnger and [
blame one group or the other. The problem was precisely
that we did remain geparate groups and our goal of entéring
as fully ag possible into the 1ife of the public schools tn- =
whteh e were locatad vas. not really approximated in etthar",,

One conoluston e have :eached 19 that our tratntng

group and philosophy basfcally adhered to a sat of values f,f@ :
“which ran counter to the predominant beltefs of oux: coopergi[ o
ating schools, In actual fact, this year we were again notj' e

able to put into practice our point of view either about
the: personal growth of adults or. the ktnds of relationshtps'“
' ’ho ,d ‘ ~ G s

proac to ceacher preparation and at the same time respond--
‘ : environment holding basicelly & different
beltef about children, classyoon organization, and
d {rsurmoun ‘ n this respect
| and our group shared a similar concern.
a¥e At 9 conduct their ‘8chool {n ways tn =
tgey~be eved: and at the same 1me’they had to espond»

xpariences in the pubitc schools”
_have been led. o the ¢ u




Closely related to our decision to create our own
sotting has been the public echool's reluctance to help
us tdentify children in need of assistance. Our decision -
has been to focus on children excluded from public schools
on either a full or part time basis. 1In this way we would
have access to a population of children clearly in need of
& response in terms of their academic and interparsonal -
‘sltuation, as well as & need for adults to respond as
advocates. ~

While we are deeply concerned and often distressed about the
dehumanizing effects of public schools on troubled children we
have not taken the position of dismissing them out of hand, We
prefer to think in terms of alternatives and feel strongly about
special education's need to develop options within and outeide of -
public schools, We are also in need of training environments
whbich envourage self-reliance and initiative, and give reign to
creative approaches for responding to children, The ultimate

~opportunity for such activity can sometimes be found when one i3
forced to £all back on one's own resources and to a certaln ex«
- tent this was our thinking in developing our own setting. In
“addition, we began to develop over the years an increasingly -
stronger committment to those children who had been put out of - .
8chool and had no place else to go. ‘ S

Typically, college and university programs feel a strong -
- commitment to improving the state of public education, In our
case, we are more committed to respondirg to the children than.to.
- any particular institutional pattern. While there are many probe -
lems inherent in the creation of a setting there ave an equal ~
number of Lenefits. Chief among these advantages is the Oppors
tunity for much more direct involvement in the community by the ...
students and staff of a preparation program. Our experience hag -
shown us that while there is no simple or single way to develop &
program for prospective teachers or for children, Therc are a
variety of options available to us. Such options are limited =
only by our lack of vision and an unwillingness to engage in some
risk-taking of our own, LR

A Hord To Our Colleagues

We sincerely hope that in reading this account you are en
couraged to consider some aspects of & personal growth approach

for your college students, We hold no brief for the best way to
do 1ty nor do we believe that such growth only occurs in our ap-
- proach, What we really want to communicate is that for us the
~ Joys have out-weighed the agonies, If students the world ove
- only realized that their professors were also victimized by the
. sane salf.doubts they have we might move faster toward mutuality.
- in learning envircnments. While some of our graduates did not
feel this was the best program for them, the majority have left
feeling thay took with them much of value to build on, There 18 not
~ing quite 8o exhflarating for teachers as seeing “their" puptls
- finding themselves and becoming hooked into a lifetime of 1
tng. To those individuale who shared themselves w
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